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The accountability and standards movements in education have intensified
pressure on school administrators to raise the achievement levels of their students. The
purpose of this inquiry was to explain the connections among key organizational
variables and student achievement. One of the difficulties in predicting student
achievement is that the socioeconomic status generally overwhelms all other
organizational variables in explaining the variance. Thus, it is important to find school
properties that can explain student achievement controlling for socioeconomic status.
The intention of this study is to determine if a relationship exists between the leadership
practices of school principals and ninth grade student achievement as measured by GPA
and the EOCT examination as assessed by teacher perceptions by an instrument created
by the researcher. The leadership practices of principals were measured using an
instrument survey that is divided into three sections: School Administration, Student
Assessment, and School Climate. There was an attempt to control any bias in perceptions
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by determining if selected demographic variables of the schools (enrollment size, race,
gender, students’ free lunch status, and class size ratio) are significantly related to
teachers’ perceptions of the principal leadership. Student achievement was determined
using the grade point averages and EOCT scores for ninth graders for the 2006-2007 and
2007-2008 school years. It is expected that the results of this study will be of interest to
administrators of schools and other schools who serve students from lower
socioeconomic groups in rural areas with urban characteristics. If variation in principal
leadership is influenced by the characteristics of teachers and students, the findings may
be of interest to supervisors of principals who might have to show more empathy when
conducting clinical supervision with principals, while increasing principal knowledge
base for facilitating teachers in coping with such conditions.
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The purpose of this study is to examine the affects of leadership practices of
school principals on ninth grade student achievement, as measured by grade point
average (GPA) and the End of Course Test (EOCT) examination as assessed by teacher
perceptions by an instrument created by the researcher. The leadership practices of
principals were measured using an instrument survey that is divided into three sections:
School Administration, Student Assessment, and School Climate. There was an attempt
to control any bias in perceptions by determining if selected demographic variables of the
schools (enrollment size, race, gender, students’ free lunch status, and class size ratio)
significantly related to teachers’ perceptions of the principal leadership. Student
achievement was determined using the grade point averages and EOCT scores for ninth
graders for the 2006-2007 and 2007-2008 school years. It is expected that the results of
this study will be of interest to administrators of schools and other schools who serve
students from lower socioeconomic groups in rural areas with urban characteristics. If
variation in principal leadership is influenced by the characteristics of teachers and
students, the findings may be of interest to supervisors of principals who might have to
show more empathy when conducting clinical supervision with principals, while




The Problem of Principal Leadership and
Student Achievement
A review of the empirical research of the past 20 years indicates that principal
leadership can make a difference in student learning (Hallinger & Heck, 1996).
Principals, however, do not normally work directly with students; hence the question:
how does the leadership of the principal affect student achievement. Researchers have
identified climate factors that influence student achievement at the middle and high
school levels and the academic press of a building is one key factor (Hoy & Tarter, 1997;
Hoy & Sabo, 1998). Thus, the question arises; does the academic press of a high school
affect student achievement? The relationship between principal leadership behaviors and
academic press of a high school also is examined. Do both principal leadership and
academic press have direct, independent relationships with student achievement, or does
principal leadership work through academic press? These are the two major questions
that guide the empirical phase of this study.
Climate, Academic Press, and Teaching and Learning
Organizational climate describes the personality of an organization (Halpin &
Croft, 1962). Climate is the feel or enduring quality of an environment that affects the
behavior of the members and is based on their collective perceptions of behaviors. Poole
(1985) summarizes the basic characteristics of organizational climates:
• deals with the whole or entire organization;
• describes the organization’s values, norms, and beliefs;
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• grows from daily routine and practices of the members; and
• influences behaviors and attitudes of the members.
Factors extracted from the school effectiveness research, such as high
expectations, emphasis on academics, an orderly and safe environment, and clearly
articulate goals, form the conceptualization for this study’s variable of academic press
(Brookover & Lezotte, 1979; Edmonds, 1979ab,1982; Halpin & Croft, 1962; Hoy, Tarter,
& Kottkamp, 1991; Purkey & Smith, 1983; Tagiuri & Litwin, 1968; Weber, 1971).
Academic press describes a climate characteristic of a school organization. It is
measured at the school level and depicts the school’s emphasis on goals and mission,
high expectations for all students, academics, and an orderly and safe environment (Hoy,
Tarter, & Kottkamp, 1991; Hoy & Hannum, 1997).
School climates associated with high levels of academic press benefit the teaching
and learning process. Teachers that work in high academic press schools are more likely
to use a variety of principal strategies, collaborate with colleagues, attend to their own
professional learning, and provide frequent monitoring of student academic progress
(Blasé & Blasé, 1998; Chrispeels, 1992; Goddard, Sweetland, & Hoy, 2000; McEwan,
1998). As a result, students that attend schools with an emphasis on academic press are
more likely to achieve at higher levels.
The Problem of Student Achievement in Schools with
Urban Characteristics
Urban students are faced with many extraneous factors that other; specifically the
majority of suburban students do not need to worry about on a daily basis. Students in
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urban schools are expected to focus on acquiring skills to help them lead a more
prosperous life, while at the same time they are faced with many distractions. The
horrendous conditions of the school, such as leaking roofs and sewage problems, are not
conducive to learning. Also, urban students live in crime-infested neighborhoods with
violence on the streets. Problems outside the classroom which affects students learning
tends to have a great impact in the classroom in urban schools (Leland, 2005). These
problems directly affect student’s motivation which then has an unequivocal effect on
their achievement. Therefore, unlike suburban students who attend schools in a safe and
pleasant environment, where learning is the only priority; learning is not the primary
concern for urban students.
According to Maslow’s hierarchy of needs, individuals have both deficiency and
growth needs. Deficiency needs are basic needs for a person’s physical and
psychological welfare. Growth needs, on the other hand, include the need for knowing,
appreciating and understanding, these needs can never fully be satisfied (Slavin, 2005).
Growth needs cannot be pursued until all the basic needs of an individual are met.
According to Slavin, schools and government agencies need to realize that if student’s
basic needs are not met then learning will suffer. This is often the case in urban schools.
The majority of students that attend urban schools are from minority families who
live below the poverty line. Most often they are from single-parent families where the
parent is usually holding more then one job to support the family and so little attention is
given to the child. Many students have very few positive role models. Several of their
parents have drug or alcohol addictions, are verbally abusive, neglectful and or are school
dropouts themselves. Many urban children are also deprived of food on a daily basis and
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come to school hungry. These children also lack proper health care (Lee, 1999). In
addition, the child’s safety is compromised by living in crime-infested neighborhoods
filled with violence. Due to the lack of the child’s basic needs being met, more children
who attend urban schools start school with a major disadvantage. Whereas, students of
suburban schools, with their basic needs already have been met, are able to focus on
learning and satisfying their growth needs. Many urban students are less concerned with
learning and achieving a positive self-image then they are about obtaining food or safety.
This has a large and lasting affect on their student achievement.
The Principal as the Initiating Role in the
School Organization
Problems usually exist in institutions and manifest themselves in terms of the
organizational failure to achieve some expected outcomes. In a school, the expected
outcome by the principal, teachers, students, parents, and community members is
academic achievement. The school is structurally organized in terms of roles and
functions in relation to curriculum, instruction and resources to promote this outcome.
The principal in a school is the central agent for setting in motion all other roles and
functions toward this expected outcome. The No Child Left Behind Act (2001) raises the
issue about school performance and hence the need to examine the role of the principal
towards this outcome.
To examine the role of the principal in initiating planning and instruction to
enhance teachers’ capability to improve student performance, it is necessary to examine
the role in the organizational structure of the school. The school is organized as a
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hierarchal framework to achieve its goals. Legislation encouraged schools to change the
way they organized themselves for the purpose of improving teaching and learning.
The burden of running the school in terms of aligning roles and functions towards
student achievement is that of the principal. The way principals play this role is critical
for enhancing teachers’ capabilities to influence student performance in the classroom.
Therefore, the teacher in each classroom is in a position to rate a principal’s behaviors on
dimensions designed to measure effectiveness with respect to student performance.
Principals are encouraged to adopt a clinical approach in the supervision of teachers for
effectiveness. Cogan (1977) believes that data should be collected from teachers in the
classroom, and that both teacher and supervisor should collaborate to plan programs,
procedures and strategies focused on moving teachers’ classroom behavior and
instruction to a higher level for student success.
Educational Standards and Assessments: Historical Review
Federal legislative and political initiatives have been the catalyst for the standards
movement in the United States. In 1983, A Nation at Risk by The National Commission
on Excellence in Education brought to light the “rising tide of mediocrity” (1983, p.5) in
the educational system. The commission had several recommendations for the
Department of Education and policymakers. Recommendation B, which addressed
standards and expectations, started the flurry of legislation and restructuring known as the
standards movement. Recommendation B states:
Schools, colleges and universities adopt more rigorous and measurable
standards, and higher expectations for academic performance and student
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conduct, and that four-year colleges and universities raise their requirements
for admission. This will help students do their best educationally with
challenging materials in an environment that supports learning and
authentic accomplishment. (1983, p. 19)
This recommendation led the state of California to embark on a decade-long revision of
curriculum to content standards (Kendell & Marzano, 2000). During the next several
years (1983-89), many professional national types of council started to develop teams for
the creation of content standards around their disciplines (e.g., The National Council of
Teachers of Mathematics NCTM). In 1989, President George Bush convened the
Charlottesville Education Summit which was comprised of federal representation from
the Department of Education and state governors. The Summit addressed the need for a
national response to education meritocracy and led to a number of commitments and
developments for education:
1. The creation of the National Education Goals provides a national framework,
but gives states and communities flexibility, to design their own strategies to
achieve them.
2. A clear recognition that state education improvement efforts need to focus on
raising the achievement levels of all student, in all schools—rather than
simply creating models of excellence and innovation.
3. A broad consensus among state leaders, business leaders, parents and the
education community regarding the overall direction education reform needs
to take. This consensus centers on raising academic standards; measuring
student and school performance against those standards; providing schools
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and educators with the tools, skills, and resources needed to prepare students
to reach the standards; and holding schools accountable for the results.
4. A clear statement of an important and carefully defined federal role in
improving education. (U.S. Department of Education, 2001, p 186)
From 1989-1994, the National Council of Teachers of Mathematics, the American
Association for the Advancement of Science, The Consortium of National Arts
Education, The Center for Civic Education, The Committee for National Health
Education Standards, The National Council of Teachers of English, The National
Standards in Foreign Language Project, and the National Council for Social Studies all
wrote and published content standards for curriculum frameworks in public education.
Also during this time, the federal government established the National Council on
Education Standards and Testing (NCEST) and the National Education Goals Panel
(NEGP). These federal organizations were founded to lead a bipartisan consensus on
national standards and assessments.
In 1994, President Bill Clinton made two large commitments to educational
reform by signing the Goals 2000: Educate America Act and the 1994 reauthorization of
the Elementary and Secondary Education Act (ESEA). Both of these federal legislations
cleared the road for the standards movement to move forward with incredible speed.
The passage of the Goals 2000: Educate America Act and the reauthorization
of the Elementary and Secondary Education Act in 1994 represented a
fundamental shift in the character of federal aid to education and demanded
new roles and responsibilities for states, districts and federal government.
(The Urban Institute, 1997, p. 1-1)
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The Goals 2000: Educate America Act, an outgrowth of the Charlottesville Education
Summit, allowed for the partnership of federal and state governments to support
communities in an effort to improve student achievement for all students (U. S.
Department of Education, 2001). “At the heart of the Goals 2000 Act is a grant program
designed to help states and communities develop and implement their own education
reforms focused on raising student achievement” (p. 184). This Act put into law many of
the recommendations that evolved from the Education Summit; in addition it created the
National Education Standards and Improvement Council (NESIC). This council’s
purpose was to certify national and state content and performance standards and state
assessments (Kendell & Marzano, 2000). Goals 2000 also encouraged states to create
educational standards and aligned assessments by offering federal grants to support the
work. “The standards-based reform movement promoted by Goals 2000 provides the
conceptual and operational undergirding for the reforms in Title 1 and other ESEA
programs as they were reauthorized in 1994” (The Urban Institute, 1997, p 1-1).
The reauthorization of The Elementary and Secondary Education Act (ESEA) of
1994, also known as Improving America’s Schools Act, provided for greater flexibility in
federal funds to support state-led reform efforts. Originally established in 1965, ESEA
was intended to address inequities in financial matters among school districts. For
instance, Title 1 of the ESEA addressed the need for remediation of skills for students
from low—income communities (U.S. Department of Education, 2001). The
reauthorization of ESEA then changed the emphasis of Title 1 from one of remediation to
the promoting of high standards (The Urban Institute, 1997). The reauthorized ESEA
also introduced new accountability provisions in that:
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It required the states to develop high content and performance standards for
students in federal programs and that the assessment system that tracks the
progress of students in federal programs be the same as for all students. It
also required, under Title 1, that the states and districts establish criteria
for ‘adequate yearly progress’ for schools and provide technical assistance
to those districts and schools not making adequate progress. In addition, it
established reporting requirements. . . . (p. 1-1)
These two federal laws pushed standards-based education to the forefront of school
districts that were receiving federal funds. Goals 2000 and the reauthorized ESEA of
1994 demonstrated the federal bias for standards and their use.
Between 1994-1999, the standards movement continued to press into the fabric
and culture of American schools. National councils were revising and publishing
standards; states and school districts were working intently to meet the federal legislative
requirements to establish standards and assessments; and state educational standards were
enacted in all states, except Iowa. Iowa chose to leave standards up to local education
agencies.
In 1999, Congress and President Clinton reauthorized ESEA yet again, and
retitled it as the Educational Excellence for All Children Act of 1999 (EEAC). This act,
“Reaffirms and strengthens the federal government’s role in promoting academic
excellence and equal educational opportunity for every American child” (Department of
Education, 1999, p. 1). The EEAC builds on the principles set forth in the Improving
America’s Schools Act of 1994. The guiding principles of the EEAC are to “hold high
standards in every classroom, improve teacher and principal quality through professional
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development, strengthen accountability, and ensure that all children can learn in an
environment that is safe, disciplined, and drug-free” (p. 4). EEAC continued to stress
high academic standards and aligned assessments as well as to allow flexibility of federal
funds for schools to use towards reaching high student achievement.
In 2000, George W. Bush, then presidential candidate, revealed his education
plan, No Child Left Behind (NCLB). This plan, which reauthorized ESEA, was signed
into law on January 8, 2002. NCLB shifted the primary focus of the standards movement
from defining standards to creating and administering standardized assessments,
increasing accountability of student performance and annual year progress, providing
parental choice of schools, and the use of scientifically researched based instructional
methods. Provisions ofNCLB call for annual administration and reporting of
assessments by states in reading and mathematics for grades 3 through 8 by the 2004-
2005 school year. Schools that fail to sustain progress for all students must provide
school choice for parents and students and pay for the transportation to and from the
school of their choice.
The reauthorization of ESEA in 2002 shows the federal commitment to raising
expectations of our public schools and holding them accountable for student achievement
and the use of standardized assessments provides the vehicle for accountability. The
federal government recognizes the use of state criterion-referenced assessments as a
measure of student achievement.
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Statement of the Problem
It is proposed to examine whether student achievement is related to principal
leadership skills in: instruction, relating to others, decision-making, organizational
development, implementing guidelines and evaluation, and school climate as perceived
by teachers as well as the extent to which teachers’ perceptions might be influenced by
school demographic characteristics such as free lunch status.
Research Questions
The research questions are aligned to the dimensions of the problem statement
and seek answers as follows:
RQ1: How do principal leadership behaviors in principal planning affect student
achievement?
RQ2: How do principal leadership skills in relating to others affect student
achievement?
RQ3: How do principal leadership skills in making decisions affect student
achievement?
RQ4: How do principal leadership skills in planning and organization affect
student achievement?
RQ5: How do principal leadership skills in implementing guidelines and
evaluation program affect student achievement?
RQ6: How does school climate affect student achievement?
RQ7: How do teacher perceptions on questions 1-5 affect climate?
RQ8: How do teacher perceptions on questions 1-6 affect socioeconomic status?
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RQ9: How do perceptions on the dimensions of each task affect
demographics?
Significance of the Study
The significance of this study can be stated as follows:
1. The Department of Research and evaluation might be able to utilize the data
to increase its influence on School Board policy and the superintendent’s
cabinet planning strategy for affecting student achievement. Currently, data is
provided to the Area Executive Director and may not be reported to the
cabinet for policy decisions. In a data driven planning system, the researcher
should be able to offer greater input. This is especially so, since the line
personnel are too immersed in practice to be impartial in data collection and
analysis.
2. Each Superintendent could utilize the data to increase its effectiveness in
conducting pre-post conference with principals for student achievement. By
knowing from the data which tasks are closely aligned to student achievement,
greater emphasis could be placed on such tasks. If demographic variables
tend to influence teachers’ perceptions, then assistance and additional
resources could be provided to assist the principals in facilitating teachers.
3. Each principal may be able to utilize the data to focus teachers on the critical
tasks and dimensions for improving student achievement. If demographic
variables tend to influence teachers’ perceptions the principal could develop
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an empathic relationship while seeking and applying additional resources to
facilitate teachers.
4. Researchers may be able to utilize the data to gain an insight into the
functioning of items designed to influence student achievement and/or learn of
what additional studies might be required to improve their insights.
5. The School Board should be aware of the data and by knowing weak areas
provide encouragement resources to the system from the bottom of the
organization up.
Protection of Human Subjects
Each respondent is assured as follows:
1. Participation in this study is voluntary, and each respondent could withdraw at
any time.
2. There is no risk to each respondent as their anonymity is assured, and there is
nothing as far as the researcher is aware that would directly or indirectly cause
physical, social or psychological distress.
3. There are benefits to each teacher, principal and school system in learning
what aspects of the instrument are efficient and in obtaining data to focus their
attention on fewer more effective items.
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Summary
The chapter explained that there was a variance in student achievement by each
school. These variances may be related to the organizational structure and functional
relationships of the role players in relation to student performance. The survey
instrument was designed to focus on three key areas in student performance in schools:
School Administration, Student Achievement, and School Climate. The results are
proposed to be of significance to the Department of Research and Evaluation, the
superintendent cabinet school board, supervisors of principals and principals in aligning
their role functions to school performance. Researchers may have an interest in the




This chapter focuses on principal leadership, academic press, and student
achievement. The first section details the historical and conceptual development of
principal leadership and proposes a model of principal leadership. The next section
reviews the theoretical underpinnings and conceptualization of academic press.
Afterward, the underlying principles and description of the student achievement measure
used in this research are presented. Finally, the chapter closes with a rationale for the
research hypotheses, as well as the proposed theoretical model that provides a visual
representation of the postulated relationships among principal leadership, academic press,
and student achievement.
Principal Leadership
The definition of leadership in literature has been very diverse. Generally,
leadership is defined in terms of traits, behaviors, roles, and processes. According to
Yukl (1998), “Researchers usually define leadership according to their individual
perspectives and the aspects of the phenomenon of most interest to them” (p. 2). Yukl’ s
syntheses of definitions, “Reflect the assumption that [leadership] involves a process
whereby intentional influence is exerted by one person over other people to guide,
structure and facilitate activities and relationships in a group or organization” (p. 3). Said
in another way, Hoy and Miskel (2000) assert that:
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Leadership should be defined broadly as a social process in which a member of
a group or organization influences the interpretation of internal and
external events, the choice of goals or desired outcomes, organization of
work activities, individual motivation and abilities, power relations, and
shared orientations. (p. 394)
The leadership definition continues to evolve and expand, especially in education.
Van de Grift and Houtveen (1999) distinguish educational leadership as “The ability of a
principal to initiate school improvement, to create a learning oriented educational
climate, and to stimulate and supervise teachers in such a way that the latter may exercise
their tasks as effectively as possible” (p. 373). Principal leadership exemplifies this
definition in practice. Principal leadership consists of principal behaviors that set high
expectations and clear goals for student and teacher performance, monitor and provide
feedback regarding the technical core (teaching and learning) of schools, provide and
promote professional growth for all staff members, and help create and maintain a school
climate of high academic press (Blasé & Blasé, 1999; Bossert, Dwyer, Rowan & Lee,
1982; Edmonds, 1979; Hallinger & Murphy, 1985; Murphy, 1990; Weber, 1997).
Furthermore, Hoy and Hoy (2003) tell us, “Above all, the principal must communicate a
clear vision on principal excellence and continuous professional development consistent
with the goal of the improvement of teaching and learning” (p. 2).
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Leadership Theory
Educational leadership theory has evolved during the last fifty years (see
Griffiths, 1988 for an extensive review). Several eras of leadership have emerged and are
reviewed to provide a historical perspective of principal leadership.
Trait Theory
The trait approach may be categorized into two phases: early and modem. The
early phase of trait theory professed that leadership capacity could be determined by a
person’s individual attributes such as personality, physical characteristics, intelligence,
motives, temperament, and skills. This early development of the theory focused on
comparing leaders to non-leaders. This theory dominated the research until Stogdill’s
(1948) review of the leadership research conducted between 1904-1947. Stogdill’s
review demonstrated that certain personal traits were associated with leadership. The
five general categories include:
1. Capacity—intelligence, alertness, verbal facility, originality, judgment;
2. Achievement—scholarship, knowledge, athletic accomplishments;
3. Responsibility—dependability, initiative, persistence, aggressiveness,
self-confidence, desire to excel;
4. Participation—activity, sociability, cooperation, adaptability, humor;
5. Status—socioeconomic position, popularity. (Stogdill, 1948, p. 63-64)
However, Stogdill (1948) concluded that although traits could differentiate between
leaders and non-leaders, they alone do not produce reliable empirical results. He
proposed that situational factors must be considered: “A person does not become a leader
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by virtue of the possession of some combination of traits.. . the pattern of personal
characteristics of the leader must bear some relevant relationship to the characteristics,
activities, and goals of the followers” (p. 64). Stogdill suggested that leadership
researchers abandon their research about traits of leaders. However, Yukl (1998)
explains that industrial psychologists continued to conduct trait research to improve the
managerial selection process. As the research continued, the emphasis of trait theory
waned from identifying leaders from non-leaders. The new focus was on managerial
effectiveness. This switch in focus distinguishes the two phases of trait theory. The
modern phase of trait theory produced more consistent results about the relationship
between traits and leadership effectiveness. Stogdill’ s follow-up study (1974) reviewed
163 trait studies conducted between 1949 -1970. He determined that many of the
leadership traits that distinguished leaders from non-leaders were consistent with
leadership effectiveness. According to Stogill (1974):
The leader is characterized by a strong drive for responsibility and task
completion, vigor, and persistence in pursuit of goals, venturesomeness
and originality in problem solving, drive to exercise initiative in social
situations, self-confidence and sense of personal identity, willingness to
accept consequences of decision an action, readiness to absorb,
interpersonal stress, willingness to tolerate frustration and delay, ability to
influence other persons’ behavior, and capacity to structure social
interaction systems to the purpose at hand. (p. 81)
However, these findings are not the sine qua non for leadership effectiveness. Yukl
(1998) asserts, “Possession of particular traits increases the likelihood that a leader will
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be effective, but they do not guarantee effectiveness. A leader with certain traits could
be effective in one situation but ineffective in a different situation” (p.236). Trait theory
continues to develop trait variables associated with effective leadership. Hoy and Miskel
(2000) have categorized these traits into three groups: personality, motivation and skills.
Personality traits consist of personal characteristics that are inherent to an individual’s
actions and demeanor such as self-confidence, integrity, energy, stress tolerance, and
emotional maturity. Motivation traits include a person’s level of expectations, power,
drive, and intensity. Skills associated with effective leadership encompass relevant task
knowledge and skills needed to accomplish goals and objectives set forth by an
organization. Hoy and Miskel (2000) discuss four distinct categories of skills: technical,
interpersonal, conceptual, and administrative. Technical skills are specialized knowledge
about methods, processes and procedures for completing tasks efficiently and effectively.
Interpersonal skills focus on knowledge about human behavior, group dynamics,
communication, and understanding feelings and attitudes of others. Conceptual skills
involve cognitive abilities to solve complex problems. It entails good judgment,
intuition, creative thinking, and the ability to work through cumbersome and ambiguous
situations. Administrative skills comprise the integration of the technical, interpersonal,
and conceptual skills for completion of managerial tasks, such as planning, supervising,
facilitating meetings, and mentoring. Trait theory and research have provided researchers
and practitioners with useful information about leadership traits and effectiveness. It is
important that when selecting an educational leader for a particular district or building, a
balance and fit are made between the person’s personal traits and the environmental
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situations that are involved. Trait theory in practice should lead to an effective
selection and goodness of fit for both organization and leader.
Leadership Behavior Theory
Leadership behavior theory provides the framework for behavioral research of
leaders. It hypothesizes that identifiable leadership behaviors exist that distinguishes an
effective leader from an ineffective leader. Research during the last fifty years has been
comprised of observations, interviews and questionnaires. The conceptualization of
leadership behaviors has centered around two main characteristics: interpersonal relations
or consideration for others and task-oriented behaviors such as goal attainment,
production, and structure (Roy & Forsyth, 1986; Roy & Miskel, 2000; Yukl, 1998).
Hemphill and Coons (1950) developed an influential leadership behavior
questionnaire instrument. This instrument, the Leadership Behavior Description
Questionnaire (LBDQ), was developed by researchers compiling a list of descriptors of
leadership behaviors. Through refinement and field tests, 1,800 items were narrowed to
150. Factor analysis of responses pointed toward two broad categories: initiating
structure and consideration (Yukl, 1998). Ralpin (1996) states:
Initiating Structure refers to the leader’s behavior in delineating the
relationship between himself and members of the work-group, and in
endeavoring to establish well-defined patterns of organization, channels of
communication and methods of procedure. Consideration refers to
behavior indicative of friendship, mutual trust, respect, and warmth in the
relationship between the leaders and the members of his staff. (p. 39)
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In addition to the findings of the two dimensions of effective leadership
behavior, the LBDQ studies yielded that effective leaders demonstrate frequent behaviors
on both dimensions. When evaluating leadership behaviors, superiors emphasize
structure and employees emphasize consideration, and a modest relationship exists
between the perception of the leader’s behavior by the subordinates and the leader
himself (Halpin, 1966).
These questionnaires have been utilized in hundreds of studies. A well-known
correlation study by Fleishman and Harris (1962) about the patterns of leadership
behaviors, consideration and initiating structure, related to employee grievances and
turnover, indicated that supervisors who were very considerate had fewer grievances and
turnover in their work units than supervisors who were low on the consideration scale.
Supervisors who were high on structure had more turnover and grievances than
supervisors who scored low on the structure scale. A statistical analysis confirmed the
existence of a significant curvilinear relationship (Fleishman & Harris, 1962). Although
other studies have shown mixed results, a consistent finding is a positive relationship
between consideration and subordinate satisfaction (Hoy & Brown, 1988; Kunz & Hoy,
1976). Yukl (1998) contends that it is important to conclude that the same styles of
leadership behaviors are not optimal in all situations. Yukl proposes an integrated
framework for classifying behaviors. His taxonomy includes three factors that are closely
aligned with “consideration” and “initiating structure.” They include task-oriented
behavior, relations-oriented behaviors, and change-oriented behaviors. Yukl provides a
brief description of each factor:
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1. Task-oriented behavior—Doing things that are primarily concerned with
accomplishing the task, utilizing personnel and resources efficiently,
maintaining stable and reliable operations, and making incremental
improvements in quality and productivity. Key component behaviors include
clarifying roles, planning and organizing operations, and monitoring
operations. This category includes initiating structure but is defined more
broadly.
2. Relations-oriented behavior—Doing things that are primarily concerned with
improving relationships and helping people, increasing cooperation and
teamwork, increasing subordinate job satisfaction, and building identification
with the organization. Key component behaviors include supporting,
developing, recognizing, consulting, and managing conflict. This category is
similar to consideration, but it is defined more broadly and in a way that seeks
to integrate task concerns as well.
3. Change-oriented behavior—Doing things that are primarily concerned with
improving strategic decisions, adapting to change in the environment, making
major changes in objectives, processes, or products/services, and gaining
commitment to the changes. Key component behaviors include scanning and
interpreting external events, articulating an appealing vision, proposing
innovative strategies, making persuasive appeals about the need for change,
encouraging and facilitating experimentation, and developing a coalition to
support and implement change. (p. 61)
24
Leaders need to use all three categories of behaviors depending on their
situations and organizational environments. Hoy and Miskel (2000) contend that, “In
sum, appropriately applying or balancing different types of behaviors for varying
situations is fundamental to enhancing leadership performance” (p. 402).
Contingency Theories ofEffective Leadership
Contingency theories seek to explain the moderating or intervening variables that
distinguish a leader’s behavior across situations. This type of theory embraces leadership
traits, characteristics of a situation, and how these factors impact leader effectiveness.
Path-Goal Theory is presented as one of the prominent theories of contingency.
Path-Goal Theory
The original path-goal theory postulated that a leader’s behaviors influence the
satisfaction, motivation and performance of subordinates (House, 1971). Path-goal
theory evolved around a causal relation among the leader’s behavior, situation, and
subordinate’s satisfaction, motivation, and performance. Yukl (1998) illustrated the
theory to demonstrate this causal relationship. This visual demonstrates the effect of the
leader’s behavior on subordinate effort, and satisfaction depends upon the intervening
and situational variables. The causal relationship serves as a roadmap directing the type
of leadership behaviors that need to be exhibited depending upon the situation and
expectations for a desired outcome.
House (1996) reformulated the path-goal theory in response to empirical research
and to keep pace with the changing nature of organizations. The propositions of the
theory have been broadened to include the effects of the leader on subordinates’ abilities
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to perform effectively and the leader’s effect on work-unit performance as well as on
dyadic relationships. Leadership behaviors have been increased from four to ten:
pathgoal clarifying, achievement oriented, work facilitation, supportive, interaction,
group oriented decision process, representation, networking, value based, and shared
leadership (Yukl, 1998)
House (1996) modernized the conceptions of subordinates’ motivation and
abilities and task characteristics as situational variables. The reformulated path-goal
theory has yet to be tested empirically. However, House supported this theory by
integrating current leadership theories and empirical generalizations. He recognized the
limitation of scope of the theory because it did not address “emergent-informal
leadership, leadership as it affects several levels of managers and subordinates in
organizations, political behavior of leaders, strategic leadership of organizations, or
leadership as it relates to change” (p. 348).
Charismatic Leadership
Early conceptions of charismatic leadership emerged from Max Weber’ s (1947)
work with charisma. Weber defined charisma as a leader’s influence based on the
follower’s perception that the leader possesses endowed exceptional qualities. According
to Weber, charisma appears during a crisis when a leader, who is perceived to have
exceptional characteristics, emerges and provides a vision for the future. Followers are
drawn to the leader and profound loyalty develops. If taken to extremes, such as with
Hitler, charisma may be used to skew followers into negative consequences. Several
theories of charismatic leadership exist (Yukl, 1998). An examination of House’s original
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theory (1977) of charismatic leadership and its revision by Shamir, House, and Arthur
(1993) follows.
House ‘s Charismatic Leadership
House’s (1977) charismatic leadership theory addressed the personal traits and
conditions under which charismatic leadership is likely to emerge. House provided a set
of observable, personal characteristics of a leader and descriptions of environmental
conditions. According to House, charismatic leaders have a strong need for power, high
self-confidence, strong conviction of beliefs and ideas, well-developed communication
skills, and the skill to arouse high degrees of motivation in followers. Charismatic
behaviors that build leader influence consist of providing a vision for success,
demonstrating personal identification to followers, role modeling behaviors for followers
to emulate, setting high expectations about followers’ performance and simultaneously
professing confidence in their ability to achieve (House, 1977; Roy & Miskel, 2000;
Yukl, 1998). Conditions that foster charismatic leadership include times of crisis, need
for change, work environments that provide for the defining of task roles in ideological
terms that appeal to the followers (House, 1977; Yukl, 1998). Research on House’s
theory of charismatic leadership has shown some support for the theory. Studies have
shown that behaviors, such as high expectations and professing confidence in followers’
abilities, have been attributed to leadership effectiveness (Yukl, 1998). Overall, more
research is needed to draw substantial conclusions.
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Self-Concept Theory ofCharismatic Leadership
Shamir, House, and Arthur (1993) made extensive revisions to House’s earlier
charismatic leadership theory. The revised theory attempts to explain why charismatic
leaders are able to influence followers to rise above their own self-interests for the good
of the organization. Sharnir et a!. drew on developed theories of motivation to explain
the processes and behaviors that influence followers. The influencing processes and
behaviors include personal identification of the leader to the followers, social
identification, internalization, and self-efficacy. Personal identification occurs when the
leader makes self-sacrifices to demonstrate courage and leadership. Followers perceive
the leader as one who wants the best for them and will do anything to achieve it. Social
identification arises as the leader provides a sense of unit for a group. This could be
achieved through the use of symbols, rituals, and ceremonies. The leader fosters group
unity through the use of shared values, beliefs, and norms among the group. The
internalization process develops as followers begin to link their self-concepts to their
work. Followers’ values are defined in terms of task objectives. Intrinsic motivation
becomes more apparent in effort and completion of tasks. Charismatic leaders raise
levels of self and collective efficacy by setting high expectations and espousing high
levels of confidence in followers to achieve. Followers believe that they personally, and
as a group, can accomplish and obtain goals and objectives set forth.
Transformational and Transactional Leadership
Burns (1978) proposed a theory of transformational leadership in his book,
Leadership. This book is descriptive research on political leaders. Transformational
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leadership is a process in which “leaders and followers raise one another to higher
levels of morality and motivation” (1978, p. 20). In comparison, transactional political
leaders motivate followers by exchanging services or rewards for certain acts of behavior
(Bums, 1978). Bums posed that transformational leadership and transactional leadership
are on a continuum. Bass (1985) expanded on Bum’s theory, however distinctly
breaking up the continuum into to two types (kinds) of leadership. A transformational
leader is one who motivates the follower to do more than they would ordinarily not do.
According to Bass, transformational leadership can be achieved in any one of three
interrelated ways:
1. By raising our level of awareness, our level of consciousness about the
importance and value of designated outcomes, and ways of reaching them.
2. By getting us to transcend our own self-interest for the sake of the team,
organization, or larger polity.
3. By altering our need level of Maslow’s hierarchy or expanding our portfolio
of needs and wants. (p. 20)
Transformational leadership goes beyond the basic needs of the organization and
its members to foster higher level needs for change and potential. The leader transcends
the everyday routine into a shared, long-range vision for the organization. Bums (1978)
contends, “The transforming leader looks for potential motives in followers, seeks to
satisfy higher needs, and engages the full person of the follower” (p. 4). The object of
transformational leadership is “to turn individuals’ attention toward larger causes, thereby
converting self-interest into collective concerns” (Keeley, 1998, p. 113).
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Transformational leadership’s primary characteristic is evidence of a common
goal or shared vision. The purpose of leaders and followers “which might have started
out as separate but related, as in the case with transactional leadership, become fused”
(Burns, 1978, p. 20). Transformational leadership includes four dimensions in its
definition. These dimensions are: idealized influence or charisma, inspirational
motivation, intellectual stimulation, and individual consideration (the 4 I’s) (Bass &
Avolio, 1994). Following is an examination of each of these four dimensions.
Bass and Avolio characterize idealized influence or charisma as the way leaders
behave resulting in the leader becoming a role model for the members of the
organization. Principals that are leading school reform efforts need to affect every aspect
of the school environment. Conger and Kanuago (1988) identify three steps in
establishing idealized influence. First, the leader identifies deficiencies in the status quo.
Second, he or she formulates and articulates a vision of ideal goals that highlight
deficiencies. Finally, the leader devises innovative means of achieving the vision. In
demonstrating inspirational motivation, leaders motivate and inspire those around them
by providing meaning and challenge to their followers’ work (Bass & Avolio, 1994).
Leaders become the team cheerleaders for team spirit. The leader displays positive
praise, enthusiasm, and optimism towards all followers. The leader works collaboratively
to establish a long-range shared vision. The leader communicates clear expectations the
followers want to meet and also reveals a strong commitment to goals (Bass & Avolio,
1994).
The transformational leader who shows intellectual stimulation encourages the
members to think outside of the box without fear of criticism. The leader engages in
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nondirective behaviors when dealing with problem solving and decision-making.
“Transformational leaders stimulate their followers’ efforts to be innovative and creative
by questioning assumptions, reframing problems, and approaching old situations in new
ways” (Bass & Avolio, 1994, p. 3). The transformational leader embraces conflict and
uses it as a productive tool for innovative problem solving and decision-making. The
leader models this behavior and demonstrates to other members of the organization to use
conflict as a tool for broadening possibilities and gaining opportunities for growth. The
leader holds members of the organization in high esteem. The leader respects the
members’ professionalism and values ideas and opinions that may conflict with hers.
Transformation leaders pay special attention to individualized consideration, as they
become mentors and coaches for members of their organization. This dimension of
transformational leadership incorporates multiple practices. They include, but are not
limited to, the leader: promoting learning opportunities for individual members;
recognizing individual differences in terms of needs and desires; individualizing the
leader’s behaviors to demonstrate acceptance of individuals; and delegating tasks to
develop followers (Bass & Avolio, 1994). Leaders employ these practices as they
interact with members of the organization. Examples include giving some members
more autonomy, providing others more encouragement and support, and extending firmer
standards and structures to those who require such.
In contrast, Bass’s (1985) definition of transactional leaders extends the definition
to supervisory-subordinate relations in general. Bass’s definition described the relations
between leader and follower as:
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1. Recognizes what it is we want to get from our work and tries to see that we
get what we want if our performance warrants it.
2. Exchanges rewards and promises of reward for our effort.
3. Is responsive to our immediate self-interests if they can be met by our getting
the work done. (p.11)
Transactional leadership includes four dimensions. The dimensions are contingent
reward, active management by exception, passive management by exception and laissez-
faire leadership (Bass, 1996).
Contingent reward behaviors include the leader specifying what needs to be
accomplished for the follower to obtain the reward. Active management by exception
comprises of close monitoring of followers and correcting action to make certain work is
done effectively. Passive management by exception encompasses contingent punishment
to correct deviations from acceptable performance standards. The last dimension,
laissez-faire leadership, describes behaviors that show indirect behaviors and passive
indifference about followers’ actions or tasks (Bass, 1996). Transactional leaders do not
emphasize change or reform. Leaders that predominantly lead by transactional leadership
foster the status quo, instead of striving for a shared long-range vision. Transactional
leadership has characterized typical leadership in schools. “The object of such leadership
is an agreement on a course of action that satisfies the immediate, separate purposes of
both leaders and followers” (Keeley, 1998, p. 113).
The above leadership theories provide a framework for the historical evolution of
principal leadership. Leadership in social organizations evolves as the social and
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political climate influence the organization. Thus, the principal leadership construct
amalgamates trait, behavior, contingency, charismatic and transformational theories.
Strong principal leaders possess specific traits and behaviors, such as charisma, which
can be applied in different situations and environments. The premise of principal
leadership is to lead teachers and students to reach their full potentials by creating
climates characterized by high academic press, defining and communicating shared goals,
monitoring the teaching and learning process, and promoting life-long learning of
stakeholders and the organization.
Principal Leadership and School Effectiveness
Considerable evidence exists that a strong principal is a fundamental
characteristic of an effective school (Edmonds, 1979; Hallinger & Heck, 1996; Purkey &
Smith, 1983). Barth (1990) stipulates:
The principal is the key to a good school. The quality of the educational
program depends on the school principal. The principal is the most
important reason why teachers grow—or are stifled on the job. The
principal is the most potent factor in determining school climate. Show
me a good school, and I’ll show you a good principal. (p. 64)
The school effectiveness research reinforces these statements as substantiated in
the review below. Coleman’s (1966) and Jencks (1972) research on equality of
educational opportunity demonstrated that socioeconomic factors and family background
were central in determining a student’s success in school and the school’s characteristics
had little to no effect on student achievement. This dismal outlook of education did not
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explain how some schools in low socioeconomic communities were succeeding at high
levels. Educators and other educational researchers believed that the school and
characteristics within the school could affect students in reaching high levels of
achievement. This hypothesis led to the school effectiveness research which hoped to
determine which factors under the school’s control would attribute to high student
achievement regardless of socioeconomic conditions and family background. Weber’s
(1971) studies of four effective inner city schools directly opposes Coleman (1966) and
Jencks’ (1972) findings. Weber defined an effective school by its ability to educate poor
children as well as middle class children. All four of the schools earned scores above the
national averages on standardized norm-referenced assessments. His findings delineate
seven factors that were crucial to the effectiveness of the schools: strong leadership,
where the principal was influential in setting the tone of the school, high expectations for
students, an orderly and quiet atmosphere, emphasis on reading skills, frequent evaluation
of skills to guide instruction, additional reading personnel, and individualization of
instruction. These findings were duplicated by Brookover and Lezotte (1977).
Brookover and Lezotte’s study identified eight schools in Michigan to be examined. Six
of the schools were deemed to be improving and effective by annual, standardized,
criterion-referenced assessments administered by the Michigan Department of Education
in the eighth and ninth grades. Two of the schools were deem to be declining or
ineffective by the same pupil performance measure. These schools were then observed
and interviewed by trained researchers and the school personnel were asked to complete a
questionnaire about the school. The observations, interviews and questionnaires were
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designed to extract information that would indicate differences between the effective
and ineffective schools. The results of the studied showed that the effective schools:
• emphasized obtaining specified reading and mathematic goals and
objectives;
• held the belief that all students could learn regardless of factors outside of
the school’s control;
• set high academic expectations for all students;
• had higher levels of efficacy in teaching the basic reading and mathematic
skills;
• directed more time to the acquisition of reading and mathematics;
• embraced the school and state accountability assessment programs; and had a
principal that exhibited behaviors of an principal leader. He was more
assertive, provided an orderly and serious atmosphere, and assessed the
school’s progress toward academic goals.
These results showed that there were considerable differences between schools
that succeeded, in spite of socioeconomic or family background factors. Edmonds (1979)
broadened the school effectiveness research by his work in Detroit, Michigan. Edmonds
and his colleagues began a search for effective schools educating poor children in Detroit.
The search started in September 1974 with the analysis of the Stanford Achievement Test
and the Iowa Test of Basic Skills school data from 20 schools that comprise the Model
Cities Neighborhood. To be deemed an effective school, schools earned at or above the
city average grade equivalent in mathematics and reading. An ineffective school was
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defined as below the city average. Of the 20 schools, 5 schools were identified as
effective in teaching both math and reading. Next, the schools were analyzed for
commonalties in family background and socioeconomic status. Two schools were
determined to be similar in social factors. One of the schools was four months above the
city average in reading and mathematics and the other school was nearly three months
below the city’s average in reading and one and half months below the city math average.
Hence, Edmonds and his colleagues inferred that “pupil family background neither
causes nor precludes school principal effectiveness” (1979, p. 31). Edmonds widened his
study by broadening his sample to include effective schools with different social
backgrounds. Fifty-five more schools were identified for analysis. After analysis of the
first schools from Detroit’s Model Cities neighborhood and the 55 additional schools, the
following distinguishable characteristics of effective schools were extracted (Edmonds,
1979). Schools that were effective created a climate where all children could learn.
Teachers were held accountable for all students within their classroom to achieve,
without exception. Teachers were not excused from the responsibility of teaching and
students’ learning. Excuses about family background or characteristics did not carry
much weight. All teachers were held accountable to teach and all students were held
accountable to learn. Schools that were effective avoided actions and activities that did
not work and were committed to implementing teaching strategies that did. Teachers
were continuously re-evaluating their teaching pedagogy and changing as students’ needs
changed. Schools that were effective had strong leadership. “One of the most tangible
and indispensable characteristics of effective schools is strong administrative leadership,
without which the disparate elements of good schooling can be neither brought together
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nor kept together” (Edmonds, 1979, p. 32). Schools that were effective had a climate
of expectation that all children would succeed to high levels. Teachers provided support
and instilled confidence in students’ abilities to achieve academically.
Schools that were effective had atmospheres that were orderly, serious, quiet, and
conducive to academic achievement. Building practices were organized around the
technical core of teaching and learning. Principal time took precedence above other
school activities. Decision-making by the principal, teachers, and students was made
around what was best for student learning. Finally, effective schools had an evaluation
system firmly established where frequent evaluation of student learning was monitored.
In turn, this created constant data gathering of student progress and identification of areas
for remediation or enrichment. The data were used to make principal decisions by
building, grade level, classroom, and individual student. Edmond’s (1979) research
demonstrated that regardless of family background and socioeconomic factors, schools
could and should be educating all students to high levels of academic achievement.
Purkey and Smith (1983) conducted an extensive review of more than 100 school
effectiveness studies. Their review was limited to studies that determined or examined
school-level factors associated with school effectiveness. The review differed from other
reviews of the school effectiveness literature in three ways: their orientation was
skeptical; evidence gathering was extended to include outlier studies, case studies,
surveys, and evaluations as well as studies of program implementation and organizational
theories (Purkey & Smith, 1983). They concluded that an “academically effective school
was distinguished by its culture: a structure, process and climate of values and norms
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that emphasize successful teaching and learning” (p. 442). Purkey and Smith
delineated specific characteristics associated with the structure and process.
The organizational structure variables identified in academically effective schools
included principal leadership, school-site management, staff stability, curriculum
articulation and organization, school-wide staff development, parental involvement and
support, school-wide recognition of academic success, maximized learning time, and
district support (Purkey & Smith, 1983). These organizational factors do not ensure that
a school will be an academically effective school; however, if these factors are in place it
is more likely that a school will be more effective in educating all students regardless of
family background or socioeconomic status. The four process variables that defined the
school culture and climate include collaborative planning and collegial relationships, a
sense of community, clear goals and commonly shared high expectations, and order and
discipline (Purkey & Smith, 1983). These factors alone do not ensure a culture and
climate that yields a productive school, but, “a school’s culture, or more specifically its
climate, seems to be the determining factor in its success or failure as a place of learning”
(Purkey & Smith, 1983, p. 444). Purkey and Smith’s review, as well as the other studies
discussed (Brookover & Lezotte, 1977; Edmonds, 1979; Weber, 1971), provide
significant evidence that principal leadership impacts the technical core of schools. The
influence that a principal leader has on the teaching and learning is extensive.
Researchers have studied this influence with positive results as described in the next
section.
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Principal Leadership and Teaching and Learning
In-depth studies of teachers’ perceptions about characteristics of school principals
that influence teachers’ classroom instruction have concluded that the behaviors
associated with principal leadership positively influence classroom instruction (Blasé &
Blasé, 1999a, 1999b, 1998; Chrispeels, 1992: Larson-Knight, 2000; Sheppard, 1996).
Specifically, Blasé & Blasé’s (1998, 1999a) findings indicate that when principal leaders
monitor and provide feedback on the teaching and learning process, there were increases
in teacher reflection and reflectively informed principal behaviors, a rise in
implementation on new ideas, greater variety in teaching strategies, more response to
student diversity, lessons were prepared and planned more carefully, teachers were more
likely to take risks and had more focus on the principal process, and teachers used
professional discretion to make changes in classroom practice.
Teachers also indicated positive effects on motivation, satisfaction, confidence,
and sense of security. Conversely, principals that did not engage in monitoring and
providing feedback of the teaching and learning process had a negative effect on teachers
and classroom practice (Blasé & Blasé, 1998). Teachers with non-principal leaders felt a
sense of abandonment, anger, and futility, as well as lower levels of trust and respect for
the principal, motivation and self-efficacy. Principal leadership behaviors associated
with promoting professional growth and staff development yield positive effects for
classroom practice (Blasé & Blasé, 1998, 1999a, 1999b; Chrispeels, 1992; Larson
Knight, 2000; Sheppard, 1996). In particular, leaders that engage in behaviors that
inform staff about current trends and issues, encourage attendance at workshops,
seminars, and conferences, build a culture of collaboration and learning, promote
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coaching, use inquiry to drive staff development, set professional growth goals with
teachers, and provide resources foster teacher innovation in using a variety of methods,
materials, principal strategies, reflective practice, and technology in the classroom. This,
in turn, increases the likelihood of increased student achievement (Blasé & Blasé, 1998;
Sheppard, 1996).
Locke and Latham (1990) assert that goal setting is an effective way to increase
motivation and performance. They postulate that goals increase attention to obtainment
of the task, increase the effort expended on goal relevant activities, increase persistence
to achieve, and increase the development of strategies to obtain the goal. This is true
even in loosely-coupled organizations, such as public schools. Bookbinder (1992)
explains that frequent communication of school goals by principal leaders promotes
accountability, a sense of personal ownership and principal improvements. Principals that
define and communicate shared goals with teachers provide organizational structures that
guide the school toward a common focus. This common focus on academic press
influences teachers’ behaviors within the classroom, which leads to more effective
schools (Blasé & Blasé, 1998, 1999a; Bookbinder, 1992; Smith & Piele, 1997).
Hallinger and Heck’s (1996) extensive review of the empirical research about the
principal’s role in school effectiveness reveals that of the 22 original studies testing the
direct effects of the principal on student achievement, 6 of them indicate a positive
relationship; 7 indicate a mixed effect and 9 demonstrate no direct effect. Their review of
19 studies modeling a mediated variable between the principal and student achievement
indicate 15 studies show a positive effect by the principal, 2 demonstrate mixed effect
and 2 signify no effect. These findings support the need for a model of principal
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leadership that works through a mediating variable, such as academic press, to effect
student achievement.
Principal Leadership Models
Researchers define principal leadership through the traits, behaviors and processes
a person needs to lead a school effectively. Thus, a multitude of conceptual models that
demonstrate principal leadership exist. This section reviews three prevailing
conceptualizations of principal leadership and introduces a new parsimonious
conceptualization of principal leadership.
Hallinger and Murphy ‘s Model
Hallinger and Murphy (1985) developed their model of principal management
from examining the principal leadership behaviors often elementary principals in one
school district and a review of the school effectiveness literature. They collected
information from principals, school staffs and central administration supervisors, via a
common questionnaire on principal leadership behaviors. They supplemented this data
with organizational information extracted from school documents, such as observations
of the principals during clinical assessments, narratives that describe activities the
principal engaged in to support the curriculum and instruction in their schools, and
faculty meeting minutes and agendas. From synthesis of the questionnaire and the
organizational information, Hallinger and Murphy created a framework of principal
management with three dimensions and eleven job descriptors. Hallinger and Murphy
used the 11 job descriptors from the 3 dimension of principal management to create an
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appraisal instrument of principal management behavior—The Principal Management
Rating Scale.
Promoting a positive school learning climate dimension encompasses principal
behaviors that protect principal time, promote professional development, maintain high
visibility, provide incentives for teachers, develop and enforce academic standards, and
provide incentives for learning. The principal’s job functions consist of mostly indirect
activities that help create a positive learning environment. According to Hallinger and
Murphy (1985):
Principals can influence student and teacher attitudes through the creation
of a reward structure that reinforces academic achievement and productive
effort; through clear, explicit standards embodying what the school
expects from students; through the careful use of school time; and through
the selection and implementation of high-quality staff development
programs. (p. 223)
The job descriptors in this dimension embody the activities necessary to influence
the promotion of a positive learning climate through indirect activities. Hallinger and
Murphy’s conceptualization of instructional management is illustrated in Table 1.
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Murphy (1990) provided a systematic and comprehensive review of principal
leadership in his synthesis of research findings from the effective schools, school
improvement, staff development and organizational change literature. Using this review,
he built a leadership framework which incorporates studies and findings. The framework
consists of four dimensions of principal leadership broken down into sixteen different
roles or behaviors. The four dimensions of the principal leader—developing mission and
goals; managing the educational production function; promoting an academic learning
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climate; and developing a supportive work environment—are described below and
indicate the different principal leader roles or behaviors that make up that dimension.
Developing a mission and goals is fundamental in creating a sense of shared
purpose and linking efforts within the school around a common vision (Murphy, 1990).
Murphy broke down this dimension into two major roles or behaviors of the principal:
framing school goals and communicating school goals. Framing school goals
encompasses setting goals that emphasize student achievement for all students,
incorporating data on past and current student performance and including staff
responsibilities for achieving the goals. Communicating goals frequently, and formally
and informally, to students, parents, and teachers stresses the importance that school
goals guide the activities of the school.
Managing the educational production function of the school is the second
dimension of Murphy’s (1990) framework. This dimension emphasizes management
behaviors of the principal. The principal leader promotes quality instruction by
conducting teacher conferences and evaluations, visiting classrooms, providing specific
suggestions and feedback on the teaching and learning process, and determining teacher
assignments in the best interest of student learning (Murphy, 1990; Teddlie & Stringfield,
1985). Additionally, the principal allocates and protects principal time with school
policies and procedures. The principal works with teachers to coordinate the curriculum
through aligning school goals and objectives with state standards, assessments and
district curriculum. The principal leader monitors the progress of students frequently. A
principal leader models how to use assessment data to set goals and evaluate instruction
(Murphy, 1990).
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Promoting an academic learning climate refers to the behaviors of the principal
that influences the norms, beliefs, and attitudes of the teachers, students, and parents of a
school (Murphy, 1990). “Principals foster the development of a school learning climate
conductive to teaching and learning by establishing positive expectations and standards,
by maintaining high visibility, providing incentives for teachers an students, and
promoting professional development” (p. 174). This dimension deals directly with the
teaching and learning process in classrooms.
The final dimension of Murphy’s (1990) framework, developing a supportive
work environment, denotes how a principal leader establishes organizational structures
and processes that support the teaching and learning process. The principal that
exemplifies this dimension creates a safe and orderly learning environment, provides
opportunities for meaningful student involvement, develops staff collaboration and
cohesion, secures outside resources in support of school goals, and forges links between
the home and school. Murphy’s instructional leadership comprehensive framework,
illustrated in Table 2, provides an extensive examination of an instructional leader.
However, this framework, developed through a synthesis of the literature, has not been
empirically tested. It is not apparent that a leader who exhibits behaviors from all
dimensions has an impact on the fundamental goal of schools: high student achievement.
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Weber (1996) addressed the need for principal leadership regardless of the
school’s organizational structure. Weber concludes:
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The research suggests that even if a principal leader were not packaged as a
principal, it would still be necessary to designate such a leader. The
leaderless-team approach to a school’s principal program has powerful
appeal, but a large group of professionals still needs a single point of
contact and an active advocate for teaching and learning. (p. 254)
Weber’s point is especially poignant in today’s educational arena of shared leadership
and site-based management. Attention to principal leadership will need to continue
regardless of the hierarchical nature of a school organization. Weber identified five
essential domains of principal leadership: defining the school’s mission, managing
curriculum and instruction, promoting a positive learning climate, observing and
improving instruction, and assessing the principal program. Weber described defining
the school’s mission as a dynamic process of cooperation and reflective thinking to create
a mission that is clear and honest. The mission of the school should bind the staff,
student and parents to a common vision. The principal leader offers the stakeholders the
opportunity to discuss values and expectations for the school. Together they work to
create a shared mission for the school. Managing curriculum and instruction must be
consistent with the mission of the school (Weber, 1996). The leader’s repertoire of
principal practices and classroom supervision offers teachers the needed resources to
provide students with opportunities to succeed. The leader helps teachers use current
research in best practices and principal strategies to reach school goals for student
performance. Promoting a positive learning climate comprises the expectations and
attitudes of the whole school community. “Indeed, of all the important factors that
appear to affect students’ learning, perhaps having the greatest influence is the set of
47
beliefs, values, and attitudes that administration, teachers, and students hold about
learning” (Weber, 1996, P. 263). Leaders promote a positive learning climate by
communicating principal goals, establishing high expectations for performance,
establishing an orderly learning environment with clear discipline expectations, and
working to increase teacher commitment to the school (Weber, 1996).
Observing and improving instruction starts with the principal establishing trusting
and respectful relationships with the school staff. Weber proposed that observations are
opportunities for professional interactions. These interactions provide professional
development opportunities for both the observer and one being observed. In other words,
a reciprocal relationship develops where both people involved gain valuable information
for professional growth. Principals enhance the experience by emphasizing research as
the foundation for initiating teaching strategies, remediation, and differentiation of the
lessons. Weber’s last domain ofprincipal leadership, assessing the principal program, is
essential for improvement of the principal program. The principal leader initiates and
contributes to the planning, designing, administering, and analysis of assessments that
evaluate the effectiveness of the curriculum. This continuous scrutiny of the principal
program enables teachers to effectively meet students’ needs through constant revision
and refinement. Weber’ s (1996) model of principal leadership incorporates research
about shared leadership and empowerment of informal leaders to create a school that
underscores the emphasis of academics and student achievement for all students.
However, this model, like Murphy’s (1990) model, has not been empirically tested. It is
not clear that if a principal demonstrates behaviors from Weber’s model, high levels of
student achievement will result. Weber’s model is summarized in Table 3.
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RQ 1: How do principal leadership behaviors in principal planning affect
achievement?
Weber ‘s (1996) Instructional Leadership Framework
Managing Promoting a Observing and Assessing the
Defining the Curriculum and Positive Learning Improving Instructional
School’s Mission Instruction Climate Instruction Program
The instructional The instructional The instructional The instructional The instructional
leader leader monitors leader promotes a leader observes leader contributes
collaboratively classroom positive learning and improves to the planning,
develops a practice climate by instruction designing,
common vision alignment with communicating through the use administering,
and goals for the the school’s goals, establishing of classroom and analysis of
school with mission, provides expectations, and observation and assessments that
stakeholders. resources and establishing and professional evaluate the
support in the orderly learning development effectiveness of










Hypothesized Framework ofPrincipal Leadership
Synthesizing the three predominate models (Hallinger & Murphy, 1985; Murphy,
1990; Weber, 1996) of principal leadership already discussed, three distinct similarities
emerged. All three models indicated the importance of principal leaders defining and
communicating goals, monitoring and providing feedback on the teaching and learning
process, and promoting and emphasizing the importance of professional development.
The three similarities parallel Locke and Latham’s goal setting theory. Locke and
Latham’s (1984, 1990) goal setting theory postulates that setting defined challenging
goals help motivate individuals to increase performance toward the goals. Feedback is
important to maximize the motivating force of the goals. Additionally, individuals may
need resources or professional development opportunities to assist in the development of
specific task strategies to accomplish the goals. The three dimensions of principal
leadership demonstrate the goal-setting theory in practice in an educational setting. A
principal needs to work collaboratively with staff to define shared goals for the school
year. The leader needs to monitor and provide feedback of the teaching and learning
process as it relates to the specified, shared goals. Finally, it is the principal’s
responsibility to provide resources and professional development opportunities that help
the staff reach the goals. Table 4 illustrates the three dimensions of principal leadership
that are used in this research study.
RQ2: How do principal leadership skills in relating to others affect student
achievement?
RQ5: How do principal leadership skills in implementing guidelines and
evaluation programs affect student achievement?
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Table 4
Principal Leadership Model Createdfor the Current Study
Effective Principal Leadership Model
This means that the leader
works collaboratively with
staff to define, communicate,
and use data-driven shared
goals of





and providing targets for
progress. These goals focus the
staff around a common mission
to achieve.
This dimension describes the
activities of an instructional
leader around the academic
curriculum. These activities
include being visible throughout
the school, talking with students
and teachers, providing praise
and feedback to teachers,
students, and community on
academic performances, and
ensuring that the instructional













aligned to school goals,
and provides professional
literature and resources to
teachers.
Monitors and Provides Feedback Promotes School Wide
Defines and Communicates on the Teaching and Learning Professional
Shared Goals Process Development
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Organizational Climate and Academic Press
Organizational climate originated in the late 1 950s to early 1 960s as social scientists
researched variations in work environments. Halpin and Croft (1962) described
organizational climate as “The organizational ‘personality’ of a school; figuratively,
‘personality’ is to the individual what climate is to the organization” (p. 1). Thus, school
climate is “A relatively enduring quality of the school environment that is experienced by
participants, affects their behavior, and is based on their collective perceptions of
behavior in schools” (Hoy & Miskel, 2000, p. 45). While various definitions of climate
exist, there is consensus about the basic properties of climate. Poole (1985) encapsulated
these basic tenets as follows:
• Organizational climate deals with the whole or entire organization;
• Organizational climate describes the organization’s values, norms, and beliefs;
• Organizational climate grows out of the daily routine and practices of its
members; and
• Organizational climate influences behaviors and attitudes of the members.
School effectiveness research denotes that a school climate focused around high
expectations, high, achievable standards, and an orderly, serious environment has a
positive impact on student learning (Brookover & Lezotte, 1977; Edmonds, 1979; Purkey
& Smith, 1983; Weber, 1971). These characteristics of a school climate juxtapose to
become the construct of academic press. Academic press is a way of conceptualizing the
academic learning climate of a school that influences administrative, teacher, and student
behavior. Academic press refers to the extent to which the school is driven by a quest for
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academic excellence. High but achievable academic goals are set for students, the
learning environment is orderly and serious, teachers believe in their students’ abilities to
achieve, and students work hard and respect those who do well academically (Hoy &
Hannum, 1997, p. 294). Murphy and colleagues (1982) define academic press in terms of
the environmental forces that press for student achievement throughout the school. They
affirm that the concept is broader than high expectations for students. Academic press
pulls together school forces—school policies, practices, expectations, norms, and
rewards—to create an academic environment or press experienced by teachers and
students. This specifically presses the participants in the school to strive to do well in
school. Other terms in literature synonymous for academic press are achievement press,
environmental press, and academic rigor.
Bandura’s (1997) theory on the reciprocal causality involved in social perception
suggests that the potential of academic press rejuvenating itself is great when the school
experiences performance improvements. Thus, there is a reciprocal relationship between
academic press and student achievement. As academic press increases, so will student
achievement and vice versa. Hence, instructional leaders that promote academic press
will provide a systematic plan for increasing the effectiveness of their buildings.
Academic press has been an overarching characteristic of an effective school
throughout the school effectiveness research (Brookover & Lezotte, 1977; Edmonds,
1979; Purkey & Smith, 1983; Weber, 1971). Researchers have shown that schools with
high academic press have positive effects on student achievement (Brookover & Lezotte,
1977; Edmonds, 1979; Hoy & Sabo, 1998; Hoy, Tarter, & Kottkamp, 1991; Purkey &
Smith, 1983; Weber, 1971). Hence, the emphasis that administrators, teachers and
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students place on students’ academic success shapes the climate of a school. Roy and
Miskel (2000) contend, “The atmosphere of a school has a major impact on the
organizational behavior, and because administrators can have a significant, positive
influence of the development of the ‘personality’ of the school, it is important to describe
and analyze school climates” (p. 190). Halpin and Croft (1962) developed the well-
known Organizational Climate Description Questionnaire (OCDQ) to analyze school
climates. This 64-item descriptive questionnaire was created to identify aspects of
teacher to teacher and teacher to principal interaction that shaped the school’s climate.
Eight subtests were created to describe the characteristics of the group and the behavior
of the leader. The characteristics of the group subtest include disengagement, hindrance,
esprit, and intimacy. The subtests of the behaviors of the leader include aloofness,
production emphasis, thrust, and consideration.
Halpin and Croft’s (1962) initial study consisted of mapping climate profiles for
each of the 71 elementary schools in the sample. Through this mapping process, they
were able to identify six basic school climates that demonstrated a continuum from open
to closed climates. This pioneer work had limitations. The conceptual underpinnings
lacked clarity and logic. Halpin and Croft themselves identified conceptual problems
about the adequacy of their subscale of consideration. Hoy and his colleagues addressed
these limitations in their revision of the OCDQ. In fact, they created three, simplified
versions formulated for the elementary, middle, and secondary levels. The revised
Organizational Climate Descriptive Questionnaire for Elementary schools (OCDQ-E) is a
42-item descriptive questionnaire with six subtests that describe the behaviors of teachers
and principals (Roy & Tarter, 1997; Roy, Tarter, & Kottkamp, 1991). The six subtests
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are divided into two components: teacher behaviors—collegial, intimate, and
disengaged—and principal behaviors—supportive, directive, and restrictive. The two
components, teacher behaviors and principal behaviors, range on a continuum from
closed to open. A factor analysis of the subtests indicated two underlying general factors.
The first factor was typified by teacher interactions with low disengagement, high
intimacy and high collegial relations. These subtests can be added together to determine
openness in faculty relations index score. The second factor was characterized by high
restrictiveness, high directiveness, and low supportive behaviors. These subtests scores
can be combined to indicate a degree of openness in principal behaviors.
Parsons, Bales, and Shils (1967) asserted that all social systems need to solve
problems of adaptation, goal attainment, integration, and latency for the organization to
continue to grow and develop. Parsons and colleagues proposed that formal
organizations are divided into three distinct levels of responsibility and control over
activities to solve their basic problems and meet their needs. These distinct levels are
technical, managerial, and institutional. The technical level concerns the technical core
of schools—teaching and learning. It is the teachers’ and principals’ responsibility to
solve problems associated with effective teaching and learning. This level includes the
dimensions of morale and academic press. Morale refers to the collective sense of the
staff around openness, trust, accomplishments, and job satisfaction. Academic press
describes the extent to which the school focuses around academic achievement and high
expectations. The managerial level controls the internal efforts of the school. This
responsibility falls to the principals and other administrators of the school who create
ways to develop teacher trust, loyalty, commitment, and motivation. They also need to
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allocate and disburse resources to produce an effective technical level. Principal
influence, consideration, initiating structure, and resource support define the dimensions
within the managerial level. Principal influence explains the principal’s capacity to affect
the actions of superiors. Consideration, which encompasses the principal’s concern for
the overall welfare of the teachers, depicts the principal’s attitudes and personality such
as friendliness, approachability, supportiveness, and collegiality. Initiating structures
describes principal behaviors that are task and achievement oriented. Resource support
applies to the degree to which a teacher has access to needed classroom supplies and
instructional materials.
The third level—institutional level—connects the school with the larger
community. Schools need support and backing from the community, free from undue
pressures and interference, to serve its function effectively. Institutional integrity
characterizes this level. The school’s ability to shield and protect the school programs
and teachers from destructive external forces provides the school with institutional
integrity. This Parsonian (1967) framework provides the theoretical underpinnings for
defining and measuring school health. Hoy and Feldman, (1987), Hoy, Tarter, and
Kottkamp (1991), Hoy and Tarter (1997), and Hoy and Sabo (1998) using the Parsonian
perspective, have developed three instruments to measure organization health, the
Organizational Health Inventory for Secondary Schools (OHI-S) (Hoy & Feldman, 1987;
Roy, Tarter, & Kottkamp, 1991), the Organizational Health for Middle Schools
(OHI-M) (Hoy & Sabo, 1998), and the Organizational Health for Elementary Schools
(OHI-E) (Roy & Tarter, 1997; Roy, Tarter, & Kottkamp, 1991).
CHAPTER III
THEORETICAL FRAMEWORK
This study utilizes data on the survey instrument from two schools in a county
north of Atlanta. This instrument has 55 questions that were designed to measure the
principal’s instructional, interpersonal, decision-making, school facilities planning and
organization, implementing guidelines and evaluation skills, and the schools’ climate as
perceived by teachers to explain ninth grade achievement as measured by the EOCT
scores and grade point averages. Further, the study investigates the influence of the
following demographic data on teachers’ perceptions: class size, student ethnicity,
percentage of students receiving free lunch, socioeconomic background of students. It is
expected that the instructional and evaluation skills will influence school performance
more than the other variables and that the demographic variables will have no significant
influence on teachers’ perceptions. It is also expected that some items may be more
influential than others in explaining ninth grade student achievement.
Definition of the Variables
Instructional planning assessed the extent to which the principal demonstrated
collaborative and appropriate communication skills in setting high expectation for
students’ performance, protecting time on task, assigning work appropriately, providing
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resources appropriately, and encouraging effective use of curriculum materials and
staff development.
Interpersonal skills assessed the extent to which the principal demonstrated
human relation skills in terms of sensitivity, courtesy, impartiality and prevent and/or
resolve conflicts effectively.
Decision making skills assessed the extent to which the principal demonstrated
skills in reviewing decisions based on data, making timely decisions, and providing
reasons.
Schoolfacilities and organizational planning assessed the extent to which the
principal demonstrated skills in allocating resources appropriately, maintaining facilities
in a clean, orderly, safe manner and implanting procedures for maintaining proper student
behavior.
Teacher evaluation assessed the extent to which the principal demonstrated skills
in pre-evaluation conferences, observations of teaching and in post evaluation
conferences and in quality of feedback and follow-up.
School climate assessed the extent to which teachers in a school enjoy the work
environment and are proud of their principal, fellow teachers, students and parents.
School performance on the Georgia End of Course Test is defined as the scores in
math, science, reading, and history as obtained by ninth graders at both schools.
The survey instrument consists of 55 items displaying 1-6 of the above seven tasks.
Teachers will be asked to provide their responses. The first five tasks define leadership
skills such as instructional planning, interpersonal behavior, decision-making, school
facilities planning and evaluation. It can be assumed that these variables are intended to
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promote appropriate school climate conducive to improving student achievement. The
researcher will utilize the ninth grade students’ performance on the Georgia End of
Course Test to examine the extent to which the students’ performance is influenced by



























Figure 1. Independent and Dependent Variables
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Terry (1993) and Sergiovanni (1994) assert that leadership is much more than
simple behaviors rather it is an interaction among individuals within a cultural
perspective. The leadership interaction with teachers around the six tasks in the culture
of a school could be explained by reference to Getzel and Guba’s social system model.
The Getzels-Guba Model of Social Systems is a useful model for administrators to be
aware of because it can, in general, aid with understanding motivational factors and it
can, in particular, be a helpful tool for conflict management. In the model, the principal
is expected to focus on interpersonal skills while conducting the various tasks to improve
climate and thereby improving student achievement. If the principal focused on
interpersonal relationships only, the climate may be improved but since teachers were not
involved in decision-making, there is no direction on such tasks as instructional, planning
school facilities planning and evaluation. The tasks school achievement on the EOCT
and GPA may be low unless the demographic variables could explain variation. Gezel
and Guab’s model suggests that the principal should be high on both human relationships
and task relationships in order for teachers to be productive in improving student
achievement.
The theoretical framework for this research is the most widely recognized and
most useful framework for studying and understanding administrative and supervisory
behavior. This is the social systems analysis developed primarily for educators by Jacob
Getzels and Egon Guba (Figure 2).
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Organizational (Nomothetic) Dimension
Institution ~ Role ~ Expectation
/:
Social ~ Group ~ Climate ~ Intentions ~ Observed
System Behavior
Individual ~ Personality ~ Need
Disposition
Personal (Ideographic) Dimension
Figure 2. Getzels-Guba Model
These social systems theorists view administration and supervision as a social
process that occurs within a social system. In this research, Getzels and Guba’ s emphasis
on social systems as related to school administration cultivating the skills and talents of
the individual staff members to help meet the student’s academic goals set forth by no
child left behind. Process and context can be examined according to this view, from
structural, functional, and operational perspectives. Structurally, administration and
supervision are considered to be a series of superordinate-subordinate relationships
within a social system. Functionally, this hierarchy of relationships (executive to
manager, manager to foreman, foreman to worker, etc.) is the basis for allocating and
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integrating roles, personnel, and facilities to accomplish organizational goals.
Operationally, the process occurs in person-to-person interaction.
Maslow’s hierarchy of needs (Figure 3) supports the view that every teacher has a
need for acceptance and recognition and to feel belonging as the fundamental basis for
self-actualization. Therefore it is expected that the involvement of teachers in decision-
making by the principal would enhance their self-efficacy and elevate their ratings of the
school climate. In this framework, if the teachers are involved in decision-making, it is









Esteem respect of others, respect by others
friendship, family, sexual intimacy
Physiological~
Figure 3. Maslow’s Hierarchy of Needs
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Definition of Terms
Terms used throughout the current study are defined below for clarity and
understanding.
Academic Press—refers to “the extent to which the school is driven by a quest for
academic excellence. High but achievable academic goals are set for students, the
learning environment is orderly and serious, teachers believe in their students’ ability to
achieve, and students work hard and respect those who do well academically” (Hoy &
Hannum, 1997, p. 294). Other terms used in literature as synonyms for academic press
have been achievement press, environmental press, and academic rigor.
Defines and Communicates Shared Goals—means that the leader works
collaboratively with staff to define, communicate, and work toward data driven shared
goals of the school. Goals are used in making organizational decisions, aligning principal
practice, purchasing curricular materials, and providing targets for progress. These goals
focus the staff around a common mission to achieve.
Monitors and Provides Feedback on the Teaching and Learning Process—
describes the activities of a principal leader around the academic curriculum. These
activities include being visible throughout the school, talking with students and teachers,
providing praise and feedback to teachers, students, and the community regarding
academic performances, and ensuring that the principal time of the school is not
interrupted.
Principal Leadership— represents behaviors of a school leader. In this study, we
specifically examine the behaviors of high school principals.
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Promotes School-wide Professional Development—encompasses behaviors of
the leader that are consistent with life-long learning. The principal leader encourages
teachers to learn more about student achievement through data analysis, provides
professional development opportunities that are aligned to school goals, and provides
professional literature and resources to teachers.
School Climate/Health— refers to “the set of internal characteristics that
distinguishes one school from another and influences the behaviors of its members. In
more specific terms, “school climate is the relatively stable property of the school
environment that is experienced by participants, affects their behavior, and is based on
their collective perceptions of behavior in schools” (Hoy, Hoffman, Sabo, & Bliss, 1996
p. 42).
Student Achievement—is measured by the State of Georgia’s EOTC exam. This
test is used due to its standardized use across all high schools in Georgia to examine
progress of ninth graders. The current research examines ninth grade proficiency data
regarding student achievement in the areas of Reading, Mathematics, Science, and
History.
Research Hypotheses
The current research investigates teacher perceptions on whether principal
leadership has a significant effect on student achievement in high school ninth graders,
albeit directly or indirectly. The research also examines whether academic press has a
significant effect on student achievement at the ninth grade level. The guiding
hypotheses for the research are as follows:
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H01: Principal leadership behaviors have a positive, direct effect on student
achievement, specifically EOCT and GPA
H02: All dimensions of principal leadership (defines and communicates shared
goals, monitors and provides feedback on the teaching and learning
process, and promotes school-wide professional development) are
positively related to academic press of a school.
H03: Academic press of a school has a positive effect on student achievement,
specifically in EOCT and GPA.
H04: Principal leadership behaviors are indirectly related to student
achievement, specifically reading and mathematics, through academic
press of the school.
CHAPTER IV
RESEARCH METHODOLOGY
Permission to Conduct Study
The selected schools are expected to grant permission to conduct this study. The
researcher has obtained permission informally through verbal request to principals of
both schools. A formal written request for permission to conduct this study in these
schools will be made to the district Director of Research and Evaluation. Upon approval,
the principals’ assistance will be needed to collect data on the demographic variables and
to collect ninth grade EOCT scores and grade point averages for their schools. The
schools’ names will not be mentioned to ensure anonymity of the school, principals and
teachers.
This qualitative research study uses a descriptive quasi-experimental design using
a survey, interviews and observations. Although this is a qualitative study, the
researcher collected data of GPA and End of Course Test scores of all ninth graders in
both schools and the survey instrument from the ninth grade teachers. Also, the
socioeconomic status was obtained using the percentages of students receiving free or
reduced lunch. This qualitative study included: interviews with teachers and
observations of student and principal interaction. This study describes and interprets
existing conditions in a population of teachers from two different schools in an Atlanta
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metro area county with principals who utilize different leadership styles and how it
affects the EOTC scores and GPA of ninth graders. This study only deals with how
relationships among variables affect one another.
Population and Sample
The sample for this research study is two schools in an Atlanta metropolitan area
county. Within these schools, 10 ninth grade teachers were administered the instrument
survey by the researcher. The survey was brought to the schools in a sealed manila
envelope for security purposes. Each teacher was asked to take the survey home to keep
an atmosphere of anonymity and in the absence of principals. The researcher returned
the next day to collect the completed surveys and placed them back into a sealed manila
envelope. The GPAs and EOCT scores as well as the socioeconomic status (free or
reduced lunch) of all ninth grade students in the two sample schools were used in this
study.
Instrumentation
The Development ofthe Teacher Perceptions ofPrincipal Leadership Instrument
The instrument was developed specifically for this research. The model of
instructional leadership used in the current study was a synthesis of Hallinger and
Murphy (1985), Murphy (1990), and Weber’s (1996) work. A parsimonious
conceptualization of instructional leadership was developed and tested. The framework
for the pilot instrument consisted of 27 items representing three dimensions of
instructional leadership: defining and communicating the school goals, monitoring and
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providing feedback on the teaching and learning process, and promoting a positive
learning climate. The items were as follows:
Defining and Communicating the School Goals
The principal...
1. Develops data-driven academic, school goals in collaboration with teachers
2. Develops school goals that promote high standards and expectations for all
students
3. Communicates the school’s academic goals to faculty
4. Develops school goals that are well defined (e.g., responsibilities, time
frames, and evaluation criteria)
5. Promotes the school’s academic goals to students
6. Uses school goals when making academic decisions
Monitoring and Providing Feedback on the Teaching and Learning Process
The principal...
7. Visits the classroom to ensure classroom instruction aligns with school goals
8. Evaluates teachers to improve instructional practices
9. Ensures that curricular materials are consistent with school goals
10. Provides time for curriculum alignment among grade levels
11. Monitors the classroom curriculum for alignment to State Standards;
12. Uses data on student achievement to guide faculty discussions on the
instructional program
13. Provides data on school progress to school community
14. Encourages teachers to use data analysis of student academic progress
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Promoting a Positive Learning Climate
The principal...
15. Ensures that instructional time is not interrupted
16. Protects teachers from non-instructional activities
17. Walks around the school and talks with students and teachers
18. Works with students on academic tasks
19. Provides private feedback of teacher effort
20. Provides public praise of outstanding teacher performance
21. Provides private feedback of student effort
22. Provides public praise of outstanding student performance
23. Encourages teachers to attend professional development activities that are
aligned with school goals
24. Furnishes useful professional materials and resources to teachers
25. Provides for in-house professional development opportunities around
instructional best practices
26. Sets high but achievable standards for all students
27. Encourages teachers to enforce strong academic policies (grading,
homework, discipline, etc.).
Respondents were asked to indicate the extent to which their principal
demonstrated the specific behaviors. A five-point Likert scale was employed for a
response system: 0 (Not at all), 1 (Once in a while), 2 (Sometimes), 3 (Fairly often), 4
(Frequently if not always).
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Preliminary Review
Before field testing the instrument with a sample of practicing teachers, the
instrument was reviewed by a panel of researchers. This panel included three experts: an
experienced educational leadership researcher and professor in educational
administration; a transformational leadership researcher and former middle school
administrator; and an instructional leadership researcher and former elementary teacher.
The review panel scrutinized the instrument for format, dimension representation, item
clarity, instruction coherency, and grammar and syntax usage.
The Pilot Test
The preliminary instrument was field tested by 145 teachers enrolled in graduate
level classes at The Ohio State University and the College of William and Mary as well
as by practicing teachers throughout western New York State. Since the unit of analysis
is a school, particular efforts were made to have only one respondent per building
complete the survey. Teachers were from elementary and secondary buildings as well as
from private and public schools. Three returned surveys were eliminated due to lack of
completeness. Analysis of the data was completed on 142 surveys.
Results of the Pilot Study
Utilizing the SPSS statistical computer program, data analysis was completed. In
all, three factor analyses were done employing principal axis extraction and varimax
rotation. An initial factor analysis resulted in the fitting of 23 of the 27 items into four
factors with loadings above .50. A second factor analysis, using only the 23 items that
loaded in the initial factor analysis, resulted in the emergence of three factors with
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loadings at or above .55 fitting 22 of the 23 items. The third factor analysis excluded
the one item that did not load above .50 on only one factor, so 22 items were analyzed.
Again, three factors were identified. All of the 22 items loaded on the appropriate factors
and had factor loadings of .50 or higher. Alpha reliability coefficients were computed for
each of the three factors: developing and communicating shared goals (alpha .94);
monitoring and providing feedback on the teaching and learning process (alpha .90); and
promoting school-wide professional development (alpha .89). Table 5 shows each
dimension’s items, alpha coefficient, and factor loadings.
Table 5
Principal Axis Factoring ofthe 22 Items ofInstructional Leadership for Research
Questions 1-9
Factor 1 Factor 2 Factor 3
Goals Teach & Prof. Dev.
Items (MG) Learn (TL) (PD)
Promotes the school’s academic goals to students .754
Develops school goals that promote high standards and
expectations for all students 7.95
Visits the classroom to ensure classroom instruction
aligns with school goals .502 .469
Communicates the school’s academic goals to faculty .735
Ensures that curricular materials are consistent with the
school goals .560 .395 .378




Develops school goals that are well defmed (e.g.,
responsibilities, time frames, and evaluation criteria)
Uses data on student achievement to guide faculty
discussion on the instructional program
Sets high but achievable standards for all students
Provides private feedback to student effort
Works with students on academic tasks
Provides data on school’s progress to school community
Provides private feedback to teacher effort
Ensures that instructional time is not interrupted
Provides public praise of outstanding student performance
Provides public praise of outstanding teacher performance
Walks around the school and talks with students and
Teachers
Develops data-driven academic school goals in collaboration
with teachers
Encourages teachers to use data analysis of student academic
Programs
Provides for in-house professional development opportunities
using instructional best practices
Encourages teachers to attend professional development
activities that are aligned with school goals
Factor 1 Factor 2 Factor 3
Goals Teach & Prof. Dev.


















Factor 1 Factor 2 Factor 3
Goals Teach & Prof. Dev.
Items (MG) Learn (TL) (PD)
Furnishes useful professional materials and resources to
Students .482 .623
Eigenvalues 12.58 1.53 1.02
Cumulative Variance 53.05 58.13 61.01
A closer examination of the items defining the third factor led the researchers to
rename it “Promoting school-wide professional development,” which seemed to better
capture the factor then “Promoting a Learning Environment.” Some further revisions of
the instrument were necessary. Working from theoretical underpinnings, a total of nine
items were added to the instrument to ensure a balance of items in each factor. More
specifically, six items were added to broaden the measurement of the third dimension
(promoting school-wide professional development), and three items were added to the
second dimension (monitoring and providing feedback of the teaching and learning
process). The revisions in the instrument resulted in a 31 item questionnaire with 10
items in Defining and Communicating Schools Goals, 10 items in Promoting School
Wide Professional Development, and 11 items in Monitoring and Providing Feedback on
the Teaching and Learning Process.
The research instrument consists of three sections that capture the six tasks.
These sections are school administration, student assessment, and school climate. There
are 55 items and 5 possible answers. The researcher created the instrument based off of
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the six tasks in the study. A point system was used with a scale of 1-5. A point value
of 1 is assigned to items identified as never, a value of 2 to items identified as rarely, a
value of 3 to items identified as sometimes, value of 4 to items identified as often, and
value of 5 to items identified as always.
Socioeconomic Status Construct
A consistent measure for socioeconomic status in all Bartow County schools is
the participation rate in the federal free and reduced lunch program. This measure
approximates a student’s socioeconomic status by obtaining information from students’
families about their household income. Working on a sliding scale, students may qualify
for free or reduced lunch. Therefore, the proportion of students who met the criteria for
free and reduced lunch determined the school aggregate socioeconomic status. Schools,
in turn, reported this information to the Bartow County School System, which allowed
for a standardized measure across schools as well as one which are easy to obtain. One
assumption in using this measure was that most students who qualified for the free or
reduced lunch program participated in it.
Data Analysis and Scoring
The research questions were analyzed using the Pearson Correlation. The Pearson
product-moment correlation coefficients were used to determine the degree of relation
between the variables in the research questions. Correlation coefficients range from +1.0
to -1.0. A coefficient of 1.0 indicates a perfect positive correlation and a coefficient of
-1.0 indicates a perfect negative correlation between the variables. A zero indicates the
absence of any relationship between the variables.
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Limitations of Study
1. Limitations are prominent when using survey research. Respondents may be
reluctant to reply if they feel threatened or embarrassed for any reason.
2. Results will have meaning for the selected schools but may not be applicable
to other schools, especially other mainstream schools.
3. Since there is no random sampling the demographic variables are utilized to
control for their separate effects. However, it is possible for other sources of
errors to be omitted such as mortality as some respondents may withdraw.
4. Teachers as respondents might feel they are also being evaluated and may
want their schools to look impressive and therefore may inflate their opinions.
5. The unit of analysis is the school as the student data on the EOCT and GPA
are aggregated for the ninth graders and therefore not aligned with each
teacher’s perception or the socioeconomic status of each student representing
the main problem with use of aggregated data.
CHAPTER V
ANALYSIS OF THE DATA
The environment for the current research was the schools. Teacher responses
collected using the interviews and survey. Using a descriptive case study approach the
instructional leadership scales were developed. The validity of the variables were tested
using qualitative analysis. The case study qualitative research design is observations
recorded. The researcher observed four ninth grade classes from each school; algebra,
social studies, language arts, and science. In these classes, each teacher was extensively
interviewed in addition to the research instrument about their perceptions of their
principal and how these perceptions affect their classroom dealings.
Overall, teachers’ perceptions of tasks I through V were significantly influenced
by their perceptions of school climate, student assessment, and school administration. It
allowed the conclusion that teachers’ feelings about these three subtests were influenced
by their perceptions of the leadership competencies as defined. Therefore, school
supervisors of principals could interpret good climate, quality student assessment, and
good school administration as a reasonable measure of the principals’ competencies as
measured. It was necessary to determine if teachers’ perceptions of school climate were




RQ7: How do teacher perceptions on questions 1-5 affect climate?


















































% Meeting or Exceeding
Course 2007
Algebra 1 68% 59% - -




% Meeting or Exceeding State Average
Standards For course in
Course 2007 2006 2005 2007
U. S. History 66% - - - - 70%
Physical Science 60% 58% - - 61%
Ninth Grade Literature 63% 59% - - 67%
American Literature 69% 72% - - 80%
Economics 74% - - - - 63%
Geometry 64% 64% - - 63%
The following tables detail test results by subgroup and show how the designated
group of students is performing in comparison to the general population (Table 8 and
Table 9).
RQ8: How do teacher perceptions on questions 1-6 affect socioeconomic
status?
Table 8
EOCT Results by Subgroupfor School 1












Native American/Alaskan Native N/A
White 83%
Economically disadvantaged 75%
Not economically disadvantaged 86%
Students with disabilities 36%
Students without disabilities 87%









Native American/Alaskan Native N/A
White 67%
Economically disadvantaged 55%
Not economically disadvantaged 70%
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Table 8 (continued)
Course/Subgroup % At or Above Passing: School 1
Students with disabilities 25%
Students without disabilities 69%









Native American/Alaskan Native N/A
White 83%
Economically disadvantaged 65%
Not economically disadvantaged 87%
Students with disabilities 30%









Course/Subgroup % At or Above Passing: School 1
Hispanic 47%
Multicultural N/A
Native American/Alaskan Native N/A
White 66%
Economically disadvantaged 53%
Not economically disadvantaged 71%
Students with disabilities 26%
Students without disabilities 66%









Native American/Alaskan Native N/A
White 64%
Economically disadvantaged 53%
Not economically disadvantaged 69%
Students with disabilities 23%
Students without disabilities 66%
81
Table 8 (continued)
Course/Subgroup % At or Above Passing: School 1









Native American/Alaskan Native N/A
White 72%
Economically disadvantaged 63%
Not economically disadvantaged 74%
Students with disabilities 20%
Students without disabilities 74%










Course/Subgroup % At or Above Passing: School 1
Multicultural N/A
Native American/Alaskan Native N/A
White 57%
Economically disadvantaged 42%
Not economically disadvantaged 60%
Students with disabilities 16%
Students without disabilities 57%









Native American/Alaskan Native N/A
White 63%
Economically disadvantaged 54%
Not economically disadvantaged 68%
Students with disabilities 37%




EOCT Results by Subgroupfor School 2









Native American/Alaskan Native N/A
White 72%
Economically disadvantaged 69%
Not economically disadvantaged 68%
Students with disabilities 38%










Course/Subgroup % At or Above Passing: School 1
Multicultural N/A
Native American/Alaskan Native N/A
White 69%
Economically disadvantaged 52%
Not economically disadvantaged 76%
Students with disabilities 25%









Native American/Alaskan Native N/A
White 67%
Economically disadvantaged 46%
Not economically disadvantaged 74%
Students with disabilities - -












Native AmericanlAlaskan Native N/A
White 63%
Economically disadvantaged 52%
Not economically disadvantaged 70%
Students with disabilities 18%














Course/Subgroup % At or Above Passing: School 1
Not economically disadvantaged 74%
Students with disabilities 20%









Native American/Alaskan Native N/A
White 72%
Economically disadvantaged 54%
Not economically disadvantaged 78%
Students with disabilities 30%









Course/Subgroup % At or Above Passing: School 1
Hispanic N/A
Multicultural N/A
Native American/Alaskan Native N/A
White 78%
Economically disadvantaged 57%
Not economically disadvantaged 83%
Students with disabilities 40%









Native American/Alaskan Native N/A
White 64%
Economically disadvantaged 55%
Not economically disadvantaged 68%
Students with disabilities 19%
Students without disabilities 70%
CHAPTER VI
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
Findings
Based on interviews with teachers, the students that seem to have learning
challenges come from economically disadvantaged homes as evidence by the following:
single parent homes, low income families, parent with less than high school education
level. This study found that there was a statistically significant difference in student
performance by socioeconomic status.
Socioeconomic Challenges Contributing to
Student Achievement
Social environment challenge, including fewer books and educational materials in
the home; fewer household routines; greater incidence of family disruption, violence, and
separation from family; child rearing patterns that are associated with stricter and harsher
discipline, fewer opportunities to read with parents, and less emphasis on self
directedness, greater exposure to aggressive peers and deviance; less interpersonal trust
and less likelihood to subscribe to norms of reciprocity; less exposure to multiple forms
of cognitive stimulation and enrichment; more exposure to television; less verbal
responsiveness; less parent involvement in education, both at the school and in the home;
and less of a sense of belonging to school.
88
89
Physical environment challenges, including greater exposure to health risks;
poor quality housing and environment; more deterioration in the neighborhood; greater
crowding and noise; greater mobility and lack of stability in housing; poorer air and water
quality; fewer material resources in the home; and more dangerous neighborhoods.
In addition to the teacher interviews, observation of the teachers in their
interactions with the students showed that 50% of them had lack of efficacy towards the
students who are of Hispanic and African-American descent. Further observation
showed that students who were better groomed and assertive received more attention and
demonstrated more of a comfortable rapport with the teacher. In addition, it was noted
that students that were singled out for disciplinary action appeared to be of lower income
level as evidence by poor hygiene, disheveled clothing, and lack of school supplies
necessary for learning.
Summary of Research Questions
RQ1: How do principal leadership behaviors in principal planning affect
student achievement?
Poor school planning will negatively affect the daily workings of the school
therefore causing a domino effect. If the school is not running properly, teachers cannot
effectively do their jobs. If teachers cannot do their jobs, students cannot learn properly.
Lack of learning will be evident in the EOCT scores and grade point averages.
RQ2: How do principal leadership skills in relating to others affect
student achievement?
The research implies that there is a definite significant relationship here as well.
Principals need to be able to relate to teachers and the students of the school. Students
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respond positively to an actively involved principal. They feel that if the principal has
a vested interest in them, they are more interested in not disappointing them.
RQ3: How do principal leadership skills in making decisions affect
student achievement?
The qualitative research shows a significant affect. The decisions of the principal
are paramount in the entire school function. If principal makes good decisions where the
school is concerned, the students are positively affected. For example, a principal who
makes the decision to have a mentoring program for new teachers shows that they care
enough to make sure the students have the best learning experience possible.
RQ4: How do principal leadership skills in planning and organization
affect student achievement?
Student achievement in large part is determined by the teachers. An evaluation
program helps teachers to stay abreast of their performance. A high performing teacher
translates to a high performing student. Therefore, the relationship here is significant.
RQ5: How do principal leadership skills in implementing guidelines and
evaluation programs affect student achievement?
Student achievement in large part is determined by the teachers. An evaluation
program helps teachers to stay abreast of their performance. A high performing teacher
translates to a high performing student. Therefore, the relationship here is significant.
RQ6: How does school climate affect student achievement?
The climate in any school is the largest determining factor on student
achievement. The overall climate sets the tone for the entire school. An “A” student
placed in a school with a poor learning environment (i.e., high school violence, uncaring
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faculty, etc.) will almost certainly be negatively affected as evidenced by low
performance academically. The affect of school climate is apparent here.
RQ7: How do teacher perceptions on questions 1-5 affect climate?
Based on compilation of survey question answers, the teachers’ perceptions affect
climate. This is assuming that teachers were being honest with their answers.
RQ8: How do teacher perceptions on questions 1-6 affect socioeconomic
status?
Based on teacher interviews conducted, socioeconomic status of students is a
large determining factor on student performance. Every teacher interviewed stated that
the students from lower income families perform at a lower level than the students who
do not. Further, the students from these lower income families have almost zero parental
involvement in their learning process which teachers perceive as an issue. Therefore, yes
the teachers’ perceptions on questions 1-6 are significantly related to socioeconomics.
RQ9: How do perceptions on the dimensions of each task affect
demographics?
Based upon teacher interviews, the schools demographics seem to drive the
county’s allotment of the money. The schools with higher income non ethnic students
get more funding to continually improve the learning process. The schools with a high
population of lower income ethnic students tend to suffer greatly. There is a significant
relationship here as perceived by the teachers in this study.
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Conclusion
The results of this study produced several practical applications to teachers and
educational leaders. While there is a gap in achievement, there is no difference in the
growth rates for children who are economically disadvantaged versus those that are not.
The conclusion can be drawn that children learn the same amount of information, but in
actuality, economically disadvantaged children start out behind and remain behind. Low
SES students are most likely learning basic skills while not economically disadvantaged
students are learning problem solving strategies and higher level thinking skills.
Approximately one fourth of the End of Course Test reading test is analysis using critical
thinking. Approximately one-fifth of the EOCT algebra test is problem solving. Fewer
economically disadvantaged students receive commended scores on their EOTC exam,
most likely because they did not correctly answer the questions that required higher level
thinking. A child in poverty must learn the basic information, master the higher level
thinking skills, and retain the knowledge in order to close the gap.
Tutoring, after school programs, and summer school are necessary components to
catch up” a child in poverty. For example, reading remediation impacts the EOTC
literature scores. Funding for remediation programs for low-socioeconomic status (SES)
students prior to ninth grade should be considered. If achievement gaps exist among
ninth-grade students grouped by SES, then interventions need to take place when children
are younger. Results from this study show ninth-grade students from low SES are behind
non-economically disadvantaged students by 19% in literature and 22% in algebra.
Intensive instructional programs are needed prior to ninth grade to insure that gaps do not
form. Programs should be more widely available for children from low-SES
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backgrounds. Then as children high school, low-achieving, low-SES students need to
be identified for further remediation. Along with the identification of students,
reconsideration of the funding allocations for students in ninth grade should be made to
help support the remediation of the students in lower grade levels. Without the additional
funding, support programs cannot be implemented properly. The allocation of funding
for programs such as Title I and compensatory education needs to focus on students who
receive free lunches. The majority of students who are economically disadvantaged are
students receiving free lunches.
In conclusion, teacher perceptions on principal influence on ninth grade
achievement are that the principal sets the tone for the entire school. Therefore, the job
of the principal is paramount in assuring that ninth grade students have the educational
foundation that prepares them for matriculation. The principal is responsible for school
climate, student assessment, and school administration.
Implications
The implications of this study suggest that due to the cultural insensitivity of the
principals and limited exposure to individuals from lower socioeconomic groups, there is
a gap in learning between students from lower socio-economic groups and students who
are not. The findings show that teachers receive little support from principals in the form
of professional development, coaching and efficacy. Further, the test scores show that
the relationship between socioeconomic status and achievement of ninth grade students is
significant. The implications of this significant relationship are that students from lower
income families do not learn slower than students who are not rather than these students
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start out behind in the first place. Therefore, they are constantly playing a game of
“catch up” for their entire academic career.
Leadership theories, such as trait, behavior, contingency, charismatic, and
transformational, provide an overview of instructional leadership. Instructional
leadership puts into practice many of these theories into an educational organization. For
instance, effective instructional leaders demonstrate behavior theory as they initiate
structure through behaviors that develop and communicate shared goals with staff,
students and community. Instructional leaders provide consideration for staff as they
monitor and provide feedback on the teaching and learning process, as well as, working
closely with staff when promoting school-wide professional development. In addition,
instructional leaders possess specific traits and behaviors, such as charisma, which can be
applied in different situations and environments. The very essence of instructional
leadership is to transform a school organization into an environment where teachers and
students may reach their full potential.
Limitations of the Study
The limitations of this study lie in the fact that the sample was very small. Two
schools in a rural county cannot be used to make implications about an entire population.
Another limitation was the fact that out of eight teachers interviewed, 50% were guarded
and not candid with there answers. These teachers had fears of consequences from
administration. Also, the students were conscious of the presence of an outsider and were




Based on the results of this study and the review of the related literature, the
following recommendations for further study concerning the impact of principal
influence on achievement are presented. Future studies should include a broader range of
school districts. Because this study only covers two schools in a rural Georgia school
district, a study for further research should investigate differences in achievement for
students in inner city or urban school districts. Likewise, attaining data for suburban
school districts would likely change some of the results. Gender specific research to
compare males vs. females would be another angle of research with this topic. Research
teacher qualifications and how it correlates with student achievement. Expand research
to ninth and tenth graders. Research should focus on Math and Science since these areas
seem to be the biggest deficit in learning amongst students.
Policy and Practice
Recommendations for the schools are as follows: staff development that focuses
on cultural sensitivity, effective leadership training, and coaching need to be
implemented. Further, the principals should be required to play a more active role in the
learning process through mentoring programs and tutoring programs. The principals
need to develop enrichment programs to address the issues of lower economic students
that have learning deficits. There needs to be an outreach program that involves the
principals and teachers taking an active role with all of the parents and encouraging them
to get involved as well. A bridge program needs to be developed between the middle
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schools and high schools that address eighth to ninth grade transition. Develop an
education task force that solicits support from community partners (i.e., civic
organizations, businesses, religious organizations) and mandatory policy change that
requires teachers to commit 1 hour after school daily to help students who have deficits in
their core subjects needs to be implemented. Students that are failing should have their
parents required to commit to one time a week minimum to develop an action plan with
teachers to help improve achievement. Develop a “senior buddy” program where high
achieving seniors are paired with incoming freshman to help mentor them and guide them
on the right path and mandatory monthly parent teacher conferences for ninth grade
students. Principals must take an active role to ensure that students meet national, state,
and local academic standards. They should develop partnerships with local businesses
and school-to-work transition programs for students. Further, principals must be
sensitive to the needs of the rising number of non-English speaking and culturally diverse
student body. When addressing problems of inadequate resources, administrators should
serve as advocates for the building of new schools or the repair of the existing ones.
During summer months, principals should be responsible for planning for the upcoming
year, overseeing summer school, participating in workshops for teachers and
administrators, supervising building repairs and improvements, and working to make sure
the school has adequate staff for the school year. Administration needs to set explicit
curriculum standards and academic goals and provide guidance on ways they can align
with state standards. Coordinated policies regarding teacher recruitment, preparation, and
evaluation that are linked to student standards need to be developed. Both schools should
facilitate the use of evidence-based instructional materials that are designed to connect
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with a variety of learning styles and needs with the traditional classroom, employ
technology to reach students for course recovery work, permit flexibility in school
schedules to maximize time for instruction, and provide access to adolescent literacy
coaches. Educators need guidance on how to collect, analyze, and report data so it is
uniform across the state as well as resources for evidence-based prevention and
intervention models to help low-performing students.
Summary
Schools are under increased scrutiny to educate all students to high levels of
achievement. The call for accountability by federal and state legislation is apparent in
schools across the United States. Principals and teachers are under extreme pressure to
raise student achievement scores. Nonetheless, the findings of this research suggest that
principals can make a difference in meeting these challenges by exhibiting behaviors
consistent with instructional leadership and by developing a climate that demonstrates
academic press.
In summary, this study adds to the understanding of the social dynamics within
the school and its effect on student achievement. Principals do indirectly impact student
learning; therefore, it is important that principals practice instructional leadership and
understand its effect on the academic press of a school’s climate. Only with informed
practice will we be able to meet the needs and challenges associated with leaving “no
child left behind.”
APPENDIX A
Teacher Perceptions of Principal Leadership Questionnaire
Please answer each survey question with numbers 1-5. 1 =Strongly Disagree, 2-Disagree, 3-
Uncertain, 4- Agree 5- Strongly Agree
School Administration Answers
1. A school plan for the year exists which includes goals and objectives.
2. Administrators are knowledgeable of the school and district curriculum.
3. Administrators complete fair and meaningful evaluations of each employee.
4. Disciplinary procedures are implemented in a fair and consistent matter.
5. Disruptions to instruction are minimized.
6. Expectations are communicated to faculty, support staff; students, and parents.
7. Feedback is sought from participants in professional development activities.
8. Frequent communication occurs between faculty and administration.
9. Important social trends are considered in school planning.
10. Professional development addresses the social and cultural differences in the school.
11. Professional development is tailored to the needs of the school.
12. Social and cultural differences are accepted.
13. Students and teachers are recognized for their accomplishments.
14. Teachers and administrators function as a team.
15. Teachers and students are aware of school purposes and goals.
16. Teachers are involved in developing and reviewing the school’s mission and goals.
17. Teachers are involved in monitoring the implementation of school policies and procedures.
18. Teachers are involved in planning and evaluation professional development activities.
19. Teachers are involved in school planning and budgeting.
20. The administration makes instructional effectiveness the highest priority in the school.
21. The application of professional development activities is encouraged.
22. The current, “traditional” schedule is effectively meeting the needs of the student population.
23. The importance of professional development is emphasized.





25. The principal assumes leadership for improving the instructional program.
26. The principal encourages teachers to participate in leadership roles.
27. The principal is involved in the instructional process.
28. The school plan is developed with teachers and community members.
29. The school plan is revised, monitored, and reviewed periodically.
30. Transitions are effectively managed.
Student Assessment
1. Assessment data are used to improve the school’s program.
2. Student assessment data is monitored to modify instruction to promote student learning.
3. Student performance is monitored in a variety of ways.
4. Student performance is regularly monitored.
5. Student progress is regularly reported to parents.
6. Students are regularly informed of their progress.
School Climate
1. An atmosphere of respect and trust exists between staff and administration, teachers and
students.
2. Appropriate safety principles are taught and practiced.
3. Community resources are used to support the school’s program.
4. Effective and frequent communication occurs with parents.
5. Extracurricular and supplemental activities support instruction.
6. Parents actively participate in establishing school policies and procedures.
7. Parents actively participate in school activities.
8. Parents are encouraged to support the instructional activities of the school.
9. Parents are involved in and support school discipline practices.
10. School conduct rules and procedures are taught along with other skills.
11. School facilities contribute to a positive school climate.
12. Social services from available outside agencies are effectively utilized.
13. Students and teachers have a positive attitude toward school.
14. Teacher and student attendance is high.
15. Teachers perceive that they can influence school decisions.
16. Teachers strive to maintain and enhance their professional status.
17. Teachers, students, and administrators assume responsibility appropriate for the physical




18. The physical plant is clean and well maintained.
19. This school provides a safe environment for students.
APPENDIX B
Interview Questions
1. How many students do you teach daily?
2. What percentage of the students you teach have above an 80% average in your
class?
3. Of these students, how many are from lower economic families?
4. What percentage of students you teach have a failing average in your class?
5. How many of these students have parents that are active in the learning process
(i.e., conferences)?
6. What is the average grade for minority students in your class?
7. What is the average grade for white students in your class?
8. How does the administration help you to reach your teaching goals?
9. Does your principal support your ideas and solicit feedback for the school?
10. How assessable is the principal for teachers and students?
11. In your opinion, which of the following has the most impact on ninth grade




Responses to Interview Questions
Teacher 1: White Female - English
How many students do you teach daily?
About 85
What percentage of the students you teach have above an 80% average in your class?
I would say about halfofthem
Of these students, how many are from lower economic families?
Not many, maybe 5-10%
What percentage of students you teach have a failing average in your class?
About 40%. Maybe 10% have Ds and Cs.
How many of these students have parents that are active in the learning process (ie.
Conferences)?
I have one parent that is trying to work with me to improve her child’s grade in
my class
What is the average grade for minority students in your class?
About a 65%, a D.
What is the average grade for white students in your class?
Maybe 85%, a B
How does the administration help you to reach your teaching goals?
They don ‘t help at all. The few workshops that we have, do not address the
pressing issues ofthe school like lack ofresources, how to increase parental
involvement and how to be creative in the classroom and worry about EOCT and
Georgia Graduation Exit Exam.





How assessable is the principal for teachers and students?
Well, he has an open door policy, but it is not that comfortable to use.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
Principal Leadership Behaviors
Teacher 2: White Female - Physical Science
How many ninth grade students do you teach daily?
About 75
What percentage of the students you teach have above an 80% average in your class?
25%
Of these students, how many are from lower economic families?
5%
What percentage of students you teach have a failing average in your class?
More than half
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
This semester I have had 3 conferences with parents ofninth graders.
What is the average grade for minority students in your class?
Failing
What is the average grade for white students in your class?
c+
How does the administration help you to reach your teaching goals?
They send us to trainings, but they are very basic. Also, there is no helpfor new
teachers. We are just thrown in with no real support.
Does your principal support your ideas and solicit feedback for the school?
Ihave not fried yet. This is myfirst year
How assessable is the principal for teachers and students?
He is nice, but I think he playsfavorites.
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Appendix C (Continued)
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
Teacher Experience
Teacher 3: White Female - Mathematics
How many ninth grade students do you teach daily?
About 90
What percentage of the students you teach have above an 80% average in your class?
30%
Of these students, how many are from lower economic families?
Less than 5%
What percentage of students you teach have a failing average in your class?
50%
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
Most ofthe parents work and do not have time to be active. I have maybe 10
students whose parents are in the PTA and are actively involved. Those students
are honor roll students.
What is the average grade for minority students in your class?
Failing
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
They are always making budget cuts, so there is never any money to do any real
good. Its like, the students who do not have a good math foundation do not have
a chance here. We as teachers do all we can, but with limited money, you can
only do so much.
Does your principal support your ideas and solicit feedback for the school?
No. I tried to suggest a math lab for students who are failing and it was never
given any real consideration.
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How assessable is the principal for teachers and students?
He listens and then does nothing. But he is assessable.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
Socioeconomic Status
Teacher 4. White Female - Social Studies
How many ninth grade students do you teach daily?
About 80
What percentage of the students you teach have above an 80% average in your class?
A little less than half
Of these students, how many are from lower economic families?
Not more than 10%
What percentage of students you teach have a failing average in your class?
25-30%
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
None
What is the average grade for minority students in your class?
LowC
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
They do what they can, I suppose. But there is never any money to do what is
really neededfor the students. We need more resources like videos, supplemental
books, maps, Icouldgo on.
Does your principal support your ideas and solicit feedback for the school?
I think he supports it, but cannot overcome the financial issues.
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How assessable is the principal for teachers and students?
Most of the time, ~fyou want to see him, you have to go to his office. He does not
interact with the students or staffenough in my opinion.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
Socioeconomic Status
Teacher 5: Black Female - English
How many ninth grade students do you teach daily?
About 80
What percentage of the students you teach have above an 80% average in your class?
60%
Of these students, how many are from lower economic families?
Maybe 30%, quite afew
What percentage of students you teach have a failing average in your class?
Less than 15% are failing. You have to be puttingforth no effort at all to fail my
class. I go out ofmy way to help the students. I reach out to their parents and try
to work with them to help the students.
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
Out ofmyfailing students, only 1 parent seems to be active. She works evenings
so is unable to reinforce anything at home.
What is the average grade for minority students in your class?
I would say high C-low B
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
I don ‘t depend on administration. IfI did, nothing would get done. Ifeel that
learning begins with the teacher. Teachers can blame administration, but I think




Does your principal support your ideas and solicit feedback for the school?
Not really. I never tell him my ideas, because to me he is not in the classroom
and cannot really give me real guidance. Each year you get d~fferent students.
You cannot treat them like the ones the year before. So Ijust try to use a more
individualized approach to help give my students a better learning experience.
How assessable is the principal for teachers and students?
He seems more assessable to the white teachers and students in my opinion.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
Socioeconomic Status
Teacher 6: White Male - Mathematics
How many ninth grade students do you teach daily?
About 85
What percentage of the students you teach have above an 80% average in your class?
40%
Of these students, how many are from lower economic families?
Less than 5%
What percentage of students you teach have a failing average in your class?
About 30%
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
2 or 3 maybe
What is the average grade for minority students in your class?
DorF
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
They give us teacher work days andplanningperiodsfor curriculum and
classroom planning. I think that is pretty helpful.
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Does your principal support your ideas and solicit feedback for the school?
Yes I think so. We do quarterly questionnairesfor quality controlfor the school.
The principal uses these to get teacher feedback about the school.
How assessable is the principal for teachers and students?
I have alwaysfelt comfortable going to him about anything. No students ever like
principals, so they may notfeel good about going to him.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
School Climate
Teacher 7: White Female - Biology
How many ninth grade students do you teach daily?
About 75
What percentage of the students you teach have above an 80% average in your class?
30%
Of these students, how many are from lower economic families?
Maybe 5-10%
What percentage of students you teach have a failing average in your class?
About halfof them. 50%
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
None that I can think of
What is the average grade for minority students in your class?
F
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
They give workshops and trainings to help us be better teachers.
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Does your principal support your ideas and solicit feedback for the school?
Yes, he has regular staffmeetings where he takes our ideas andfeedback into
consideration
How assessable is the principal for teachers and students?
You can go in to speak with him usually ~fhe is not busy. That goes for students
as well. Students do not tend to go talk to him unless they have been sentfor
disciplinary reasons.
In your opinion, which of the following has the most impact on ninth grade performance:
Socioeconomic Status, Principal Leadership Behaviors, School Climate, or Teacher
Experience?
School Climate
Teacher 8: White Female - Social Studies
How many ninth grade students do you teach daily?
About 65 or 70
What percentage of the students you teach have above an 80% average in your class?
50%
Of these students, how many are from lower economic families?
10%
What percentage of students you teach have a failing average in your class?
25%
How many of these students have parents that are active in the learning process (i.e.,
conferences)?
1 or 2
What is the average grade for minority students in your class?
C
What is the average grade for white students in your class?
B
How does the administration help you to reach your teaching goals?
I think they do what they can. They have limitations due to budget cuts and things
like that, but they have team building meetings to help build teacher relations. I
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think that is important because the teachers need to work as a team to create a
positive learning environmentfor the students.
Does your principal support your ideas and solicit feedback for the school?
Yes during our monthly staffmeetings.
How assessable is the principal for teachers and students?
He is usually available to anyone when they need him. He lets the teachers know
at the beginning ofthe year that he has an open door policy.
In your opinion, which of the following has the most impact on ninth grade performance:
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